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Foreword

This booklet contains summaries of the winning projects in an Awards
Program for Innovative Teaching of Reasoning. The deep concern of the
Joint Council on Economic Education in how to teach reasoning derives
directly from the Council’s purpose. to help develop, in young people,

by the time they graduate from high school, an ability-to understand and

. make reasoned judgments about the qu'cs_tions facing society and them-

selves as members of that society. Only in this way can they become
responsible citizens and effective decision makers. .o

. The Awards Program was created and funded by Marvin Bower, who

was the chairman of the JCEE from 1966 tp 1977. The, JCEE is_gratgful

to him for his generosity and service. His explanation of the purposes
and benefits of the f)rogram serves as an introduction to the reports.

Briefly, the objective of the competition was to encourage the de-
velopment of creative strategies for teaching reasoning. The underlying
premise is that reasoning: is a specific skill that can be applied to the
numerous choice-making sitpations all of us face in our.roles as con-

sumers, prgdudcrs, and citizens."While no professional economist would .

claim that€conomics is the ohly discipline that requires the applicatipn
of sound reasoning, the field does offer rich opportunities for structured
choicg making. ¢
' These summaries show methods of teaching reasoning that are ap-
plicable-to a variety of disciplines and situations. The methods are mn the
- context of broad issues to which individuals, communities, and wealth-
creating institutions must apply a decision-making process.

Michael A. MacDowell
President, JCEE

.
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The Case for the Fourth R

‘
A - 1

.t

Reading, writing, and ‘rithmetic need to be joined by the fourth R—
reasoning—especially reasoning about cconomic mattess.-Every person
with a capacity:to reason will be:

1. A more effective and happier individual
2. A more effective voter
3. A’more effective and more satisfied jobholder.

THE-MORE EFFECTIVE AND
. HAPPIER PERSON

4

willingness @i ‘ability to make the décisions and solve the probléms of
daily life, and'by the quality of those decisions artd solutions. Information
that creates a problem reaches the individual through ideas and events
in personal activities or in the world at large. That information may come
from some physical happening, or from what other people say or do.
What, if anything, should be done? If the decision is to tackle the problem,
how well is it selved? Decisions, decisions—life is made up of them. Most -

Every %son's effectiveniess and happiness is controlled by. his’her

~ call for ability to reason. For example, high school students are
tempted to drop out The quality of their £asoning in makurig that decision
will determine their effectivencss an appiness for the rest of therr lives.

B A
* Marvin Bower is a consultant with McKinscy & Oompiny and a former managing dt
of that firm. He is a graduate of Brown University, Harvard Law School, andAfarvard
Business School and an honorary trustee of Brown and of Case Western Beserve universi-
tics He has been active in the Joint Council on Economic Educatiop’for some twenty
years and was chairmgn of the board of trustees for ncarly half that period. This paper is
based on remarks he fnade at the annual mecting of the National Association of Economic
Educators of the Joint Council on _Economic Educgtion at_Clnclnmtl, Ohio, on October

12, 1980.

B . ]




1

.
. . . .o

A -

* )

On lesser fevels of sngmfu.ancc the mdmdual is faccd constantly with
choices and trade-offs. _The money he uises for one purpose cannot be
uscd for another. Nelther can the dime. Should the family buy a washing
maChine right now on credit or postpone “the purchase until they save

enough to buy for cash—perhaps at a discount-—and save interest on the

loan? Should people make -decisions that look only to the short term or
should they look to the long term and plan for the future? The quality
of such decisions will detegmine an mdmdual s success, sclf conﬁdcncc
and hap,pmcss A high proportion of individual decisions requirés skill in
reasomng about economic issues, together with skills in reading, writing,
and calculatidg- The four R's, must work together

&
A MORE EFFECTIVE VOTER

- Q

Most votes that citizens cast calk for decisions on candidatés And
most of those decisions call for ability to reason, especially op economic
matters. This reality 1s tllustrated by a full page advertisement of the then
current 1ssue of Fortune that in the New York Tintes of Septembet
9, 1980. The lagge headline said. “WHO VOTED'FOR INFLATION? YOU
DID." Then 10 dxscussmg an article about inflation the advertisement
continued: 4 A

“What's behind raging inflauon? It's partly the pressure we all put on our
political system to gam our special interests. A major FORTUNE analysis
examunes how dcmocracy helped put us in our present fix and how it can
get us out. '

T

- We can't expect the typlcal citizen to understand inflation—even
economists differ on 1ts causes and certainly its cures But ¢v cr} citizen
1s 2 victum of inflation, and his vote either helps to stimulate it or slow
it down. How canhe learn enough reasoning to enable him to vote
mtelllgently in hid own long-term interests? In the long term interests of
his children and grandchildren? Or in the mtcra& of the nation as a
whole? , .

Lct s look furthu' at inflation, which is a powcrful divisive force in
qur society. President Johnson called it “the pickpocket of the poor”
Certainly tnflation 1s a cruel burden for pensioners and others who must
hive on fixed incomes—chicfly the cldcrly Those who save sec their
purchasing power melt away. Those who borrow have advantage Jvcr
the lenders. The wealthy have the best chancc of avoiding inflation’s
devastations.

A blparusan group of thirteen former senior government cconomic
officials has formcd the’ Committee to Fight Inflation Its purpose is to

»
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urge strong and persistent action'to control what they term the pation’s
“chronic inflation.” Their policy statement, issued by the Committee on
its formation, as quoted in the New York Times of June 22, 1980, con-

cludes with thcsg words: . ' i - ~,

- r ., >

v While our inflation Iafgely a consequence of government actions, those
" actions in turn reflect excessive public demands¥for the g('x‘;d things of
life—rising living statidards, better provisions for income security, mote
assistance to the sadvantaged among us, a cleancr cnvironment, fuller
protection of the public’s health and’safety, and special benefits for a
growing number of interest groups. Each of these demands 1s thoroughly
understandable Together, however, they release persistent inflationary
‘. ’ forces—first, by demanding of the government greater outlays than tax
» revenues can financé, second, by demanding of the private economy greater
output than jts languishing productivity can support.
’

Let’s ;akea‘ mose specific efample—helping the handicapped, a2 heart-
moving objective. Congress passed the Rehabilitation-Act of 1973 which
states that “no otherwise qualified handicapped individual” should be
- ’ excluded from “any program or aciiy;i;} receiving federal asgistance.” The
Department of Transportation (DOT) concluded that this language means
that every new public bus must include a wheelchair lift which adds
$15,000 to $20,000 to the cost of the bus, that within ten years half of
each city’s buses must have such lifts, and that within thirty years subway -
systems must retrofit key stations to make them accessible to wheelchair
users, a rule that requires installation of elevators as well as special
equipment such as “gap fillers” between platforms and trains.

The New York City area Metropolitan Transportation Authority has
voted to defy this rule which would require éapital investments of $1.5
billion in qurrent dollars. A May 1979 survey of Washington’s fully ac-
cessib¥e subway system found only thirty-four wheelchair users among
the systems 200,000 daily riders. In icy Milwaukee with 100 lift-equipped
buses, only nine wheelchair users took the bus all last November. .

Discussing this subject editorially, the Wall Street Journal (Septem-
ber 29, 1980) says that the DOT regulatory mentality “converts a com-
passionate impulse into an economic monstrosity.” Evidently r¢asoning
has prompted action by two congressmen, the Journal goes on to say:

Rep James C Cleveland {R., N.H,) and Sen. Edward Zorinsky (D., Neb.)
" have cach sponsored amendments that would give local transit systems
some flexibility in serving the handicapped. Perhaps they will stop such
L absurditics as the DOT"s insistence that the Vail, Colorado, transit system
cquip its 14 buses with wheelchair lifts, even though there is only one
Wheelchair user in the entire service area, and she says she wouldo't take
the bus anywyy. ' . N

.




. MORE EFFECTIVE JOBHOLDERS .

The need for reasoning on the job is obvious. Personal, technical,
and orgamizational 1ssues arise daily. Finding optimal solutions for pro
ductivity and quality problems requires joint reasoning berween labor
and management. .

Without passing on the soundness or the net long term value to the
economy of giving government sypport to the Chrysler Corporation, it '

«does provide asdramatic illustration of the value of ratlonal dccnsnon .
making on economic issues. With,banktuptcy looming, union and man Y
agement, stepping away from their traditional pOSl(lOt‘lS "concluded a ¢
mutually satisfactory agreement that met thc government's requirement.
The umon dased 1ts stand on wages and benefits and joined management
in secking federal loan guarantees. Whatever the long term merits of the
arrangement may prove to be, it rcprcsentcd an attempt to 5ol\c a type
of problém. that is rarely addressed J[ationally. |

Of course, most.work-related issues are less striking in theu' impli-

_ cations than the Chrysler case. My overall concern is not with the stakes

. involved yn any individual case, but with the pervasiveness of the problem.

, I am concerned because most adult AmeriCans depend too much on

T emgt.lons and not enough on reasoning to splve worker management
problems. . '

Only through reasoning can we solve the probf‘cms of productivity
and quality so_as to enable the nation to compete effectively in world
markets and to ensure the profitable growth of our economy that is
necessary for solving basic national problems. Reasoning ability is needed
in the electorate if there 1s to be broad understanding of the fact that it
is easier to divide a larger and largor cconomlc pie than a static or
shrinking one. - N

’
v

NEED FOR NEW COURSES AND METHODS =~ - -

\.. To me the case for the fourth R seems cleaf and impelling. The Eﬁ”oﬁ
must begin mth axefinition of what reasoning is and should 1mlude a,
statement of the mimmuin basic § fequirements for a literate pcrsorwo be ,
able to reason cffectively.
oA An understarding of basic cconomlc principles can make important .
contributions to teaching and lcammg reasopung ability. In the Chairman’s .
Letter 1n the 1980 Annual chort of the Joint Council, Richard E. Heckcrt .

said: . , . -
" -~ . ’ -~
‘ LI

.1do know it is vital to gct across to every student in this country a few
bas:c concepts. how a society's wealth is credted . howe;radc offs arc .

- . . 4 . .
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alWays involved in the distribution of scarce resouttes . .. the crucial roles
played by capital, labor and technology. I do know it is vital for students
10 learn to use these basic concepts and how 0 apply them when analyzing
problems, developing alternatives and making choices at both the personal

and societal levels, P “

“There is no question that an understanding of the basic concepts—what
* we call simple.economic literacy-is vital. In a democracy, bad économic
results tend in 2 majQr way to reflect paog economic choices-made by
millions of peoplt and their clected represéntatives.
LY ~

.
) v .

I'am in hopes that teaching methods or a.cqurse for teaching’rea-
soning can incorporate basic economic concepts without requiring stu-
dents also to gain an understanding of such additional macro elements
as the Federal Reserve System and fiscal and monetary policy.

A However, the teaching of reasoning is not the exclusive province of
economic teachers. Other disciplines can contribute. In law school, for
cxample, we were taught rigorous reasoning without specific reference
td economic concepts. Contributions to teaching reasoning can also come -
from logic, fact-based p}oblem solving, programmed and computer-based
learning, decision theory, mathematics, psychology,the scientific method,
communications, and other disciplines and knowledge areas.

What we need is an’ amalgam of innovative, creative, but simple
principles and ntethods for teaching reasoning that is short and that can
be infused intq other courses or into Curriculums of our schools and
colleges and 4dult learning Jnstitutions df all types. In fact, individuals
from different disciplines Qg from other fields entirely can perhaps team
up to megt these demanding requirements, Possibly only a complete
breakaway from'traditional educational methods will provide the answer.

" "Specific teaching methods or courses of study need to be developed
*“for various, gfades and ages. This will not be easy because our public
education throﬁ'gh”high school is a locally directed activity. We have
nearly sixteen thousand individual school districts, Each district specifies
its own curriculum and teaching methods, except as the individual state
may provide some regulation. Of course, the three R's are taught nationally
but not necessarily ifi the same manngr. To add the fourth R and infuse
the teaching of this basic skill into n?/gemcntary and secondary schools
in a short time will require teachin and enthusiasm of both learrers and
teachers about thc-great.vglue of improved redsoning.

“An even greater challenge—but also with a substantial payoff—is to
reach and tedch reasoning to adults. For in addition to the other problems
adulty must be attracted to the learning place. These include adult ed-
l{catiot‘m_ programs conducted by high schools, community colleges, col-
leges and universities, service clubs, y's, compapies, labor uniens, and -
public and commercial radioand TV stations,
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No matter where the learning takes place, the end result must be
grcat'cr student competence in reasoning, especially aboyt cconomic
issues. If the subject is to be taught widely and rapidly throughout the
nation to people of all ages, the content must be so impressive—and the
teaching methods so effective—that the learners will become its most
active and effective advocates. It is my hope that the learners will be
fasuinated, even thrilled, by thie pow er that their newly acquired capability
brings them. If the power of this lcarning does become tlear to the
learner, then the program will spread by word of mouth to meet the goal
of achieving widespread reasoning competence in a short time.

To stimulate pcople with creative ideas from many ficlds to come
forward and contribute to this vital effort, the Joint CWn Economic
Education k‘ established an award program. The ¢ three awards of
$7.,500 cach for developing teaching methods @{ﬁ.uugscs in reasoning
abodt economic issues adjudged to be the best designed to achieve the
foregoing objectives in. (1Y elementary and secondary sthools, (2) col
leges and universities, and (3) institutions ‘of adult learning.

Perhaps as important as the monctary reward are the intangible

rewards. the satisfaction of gnalung a major contribution tv the n.mon s

well-being and the prestige that w;lL gome with ’succcss
-/:\‘

!




- Choices in the Marketplace: .
Using Economic Reasoning to
Analyze Consumer Behavior :

. .

. . - Donald Wentworth, George Whitney, -
Kenneth Leonard, Paul Heyne, and Laurie Stevahn
-+ » Washington State Council on Economic Education,
w . ' .. Seattle, Washington

i

INTRODUCTION

Our objective was to improve consumer education instruction y
¥ introducing the use of economic reasoning to students and teachers as
) : amgans of analyzing donsumer behavior and developing personal-criteria
for judgipg “wise” consumer behavior. The process employed to accom-
plish this included: >

Conceptualization and statement of objectives

Development of curriculum materials '

Pilot testing of the materials .

Implementation by way of teacher training workshops b

Comprehensive evaluation of thc"projcct's impact

MR W N

The incorporation of economic reasoning into the project gave jt a unique
character and contributed to its enthusiastic reception by educators in
" Washington State. » :

Am

- RATIONALE
Originally begun as an attempt to include economic principles in
consumer cdﬁcation, this project underwent a metamorphosis during its
developmental stage. At first, the project directors—Donald Wentworth,
' George Whitney, and Kenneth Leonard—thought that student economic

a

12




", understanding would be enhanced if they provided a description of D
overall operation of the economy, introduced the “tools and concepts”
of economucs, and highlighted the role of consumers result of this
strategy was unsatisfactory because it failed to help stuc understand
their behavior as consumers, and it did mot give them fuch ms:ght into
' the consumption behavior of qthers.

The project directors decided to define economig literacy as cco-

flomic reasoning. Symmes and Gilliard addressed t.hlS topic in the fal
lowing manner: . ’ v ' .

» e

* -

Economic literacy is best defined in-terms of 2 capai:ity 10 apply rcasoning
processes when making decisions about scarce resources. Economic rea,
soning imphes having the capacity to. define the choice related problcms
which confront.us, identify and rink criteria or goals which shape ou?
choices, identify possible altérnative choices, use knowledge (facts and
conccpts) td inalyzc the probable consequences of choosing cach “alter
native and take action based upon cvaluation of the costs and benefits of
varous alternative choices!* *

Paul Heyne, an economist at the University of Washington, aagreed to.
- work on this project to help fous the instruction on economic r¢asoning,
Concurrently, the staff of the Washington State Council on Economic
Education susveyed-consumer education classes and materials The survey
uncovered definite patterns in consumet education instruction. The con’

tent usually focused on budgetmg, personal financing, and financial pro

tection in the form of insurance. There appeared to be no reason. for
\\ additional work on these topics—a new focus was necded.

The project directors degided to stress consumer decision making.

Why 15 choice necéssagy? How do people make their choices? Do pro

ducers and consumers make choices in simitar ways? How does a con
sumer make a “wise” choice? The analysis of these questions prdvided
an/c?cdlqnt opportumty to help students develop their reasoning skills

i

and'to learn economics as the students studied their own behavior

*

The curriculum the directors developed emphasizes that everyone .~ °

must, choose, i.e., that choice-making is a dominant aspect of human

behavior. This perspccmc helps students understand why everyone—

whether producer or consumer—makes choices, how the choices are .
made, why individual values influence every choncc and how thesc choices

mtera'ct in an unhindered free market.

1,

TC‘

R A+ |m-‘ Provided nmc

—_—_— .

'S Stowell Symmes and June V* ‘Gilliard, "Economic Literacy—What Is It in § Stowell

Symmes, ed.. Economic Education. Links to the Social, Studies (Washington. DC Na

uonal Council for the Social Studies. 1981).p 5 .
. '
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One important featire of the material is its emphasis on ndividual *
differenc€S Because people are different, their incentives to behave 1n
__ particular-ways vary just as do their ideas of personal satisfaction. At figst
~ glance, this phenomenon introduces great complexity into the study of
consumer behavior’ At second glance, it helps people understand why
it is so difficult to' convince carisumers to act as “good” consumers. No” -
person’s criteria for choice makipg will explain or satisfy someone else's
criteria. Therefore, all consumery must establish their Gwn critera for
" “wisc” consumer choices and try Yo keep their behavior consistent with -
their criteria. This perspective “frees” students from the necessity to
¢valuate consumer behavior according to criteria established by adults
and set forth in a particulat consumer education textbook. It, allows
students to reason their way through to their own choices on the basis
of their, own values and perceptions. .

)

)

N

. v

THE STRUCTURE OF. THE
CURRICULUM MATERIALS ' >

*  Anintegrated instruction concept, including both lectures and dem-
ongtration lessons, was used for the curriculum matenals. The orignal
concept of the unit and the preliminary steps were the work of the three
project directors, Wentworth, Whitney, and Leonard. Then Paul Heyne *
wrote a series of short lectures on economic reasoning, and Laurnie Ste-
vahn, a secondary school teacher, developed the demonstration lessons.
Each lesson had a twofold purpose. One was to introduce students to a
basic premise in economic reasoning, the other was to provide a class-
room activity that would elicit student behavior exemplifying the prin-
ciple explained in the lecture. The following is a*short surimary of each
lesson and of the reasoning process involved.
+ Lesson1 — , ~

[N

The lecture explains why all people must econgmize in tho use of
their money and resources—to choose which goods and servicestoobtain -
with their limited means. The demonstration lesson analyzes student
decision-making behavior. The purposé is to help students define the
thoice-related problems that confront them.

The lesson includes a variety of activities in addition to the lecture,
which defines the term “economize,” explains scarcity, and illustrates
the topics by showing that a decision to purchase a record mught entail
the postponement of the puychase of new jeans. For example, the students
are asked “How many decisions have you made today? What kinds of
decisions have you made?" The responscs will show that people have to

-9~ 1 . 1
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make many decisions every day, and this ubscrvation will lcad to the
study of the individual's role as a decision makes in the markctplacc
. The students are taught how to take notes efficiently, and then they
are presented with three situations that involve decision making They
must take nutes on-cach situation and mention any similarities they find
1n those situattons. For instance, 1n vne situation the student must choose
between buying a récord album arid“going to a movie In another, the
student 1s visiing Disneyland and wants to go on three rides, but has
/tickets for only two. The sttuations are then discussed, and the students
must point out the resources and the wants at issyfe in cach situation.
The discussion of the situations scts the stage for the short lecture.
After the lecture, one student is' given $10.00 and told that he or she
may purchase anything in the classruprri that has a price tag attached to
it. The student has one minute in which to make a choice. The students
are then asked. “Was the student cconomizing? Why, or why not? What
did the student do that fit the definition of economize? Did the student
do anything that did not fit the definition of economize?” The other
students arc asked to tell what 1tems they would have purchased with
the $10.00 and tu explin why. The lesson ends with an emphasis upon
the principle that scarcity forces LhUILLS between alternativies for the
greatest satisfaction. 4

Lesson 2 .

Thus lesson cmphaslzcs the importance to consumers of substitutes
The students learn that substitutes exist for all things, that satisfaction is
individually determined, and that different people with the same infor

mation may make different choices. This conclusion is vividly demon
strated when studengs are asked to purchase food described in a grocery
store advertisemeht. Given the same $10.00 budget, no two students
ever buy the same 1tems. This lesson helps students set up criteria and
-specify alternatives.

The students review the vocabulary lcamcd in Lesson 1 by com-
pleting a simple crossword ;mzlc composed of the new terms (econ
omize, consumer, choice, resources, scarcity, and alternatives). This is
followed by the lecture, which shows that economizing can becomg
mote complicated than in the examples in the first lesson It is pointed
out that even the wealthy have to cconomize (make choicés in the

mgrketplace), that ime as well as moncy 15 scarce, that ¢conomic goods
'3:6 substitutes, that people’s abilities and preferences can change, agd
that satisfaction 1s tht criterion consumeys use in making choices.

Now the students are divided into groups of three to five, and each
group recetves a copy of the same grocery advertisement. Each student
gets a budget sheet and is told to spend up to $10.00. The students write
the names and prices of the products in the appropriate rows and columns
on the budget sheet. Several students arc asked to’read their lists aloud,

~
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while the others compare their choices with those of the readers, who
must explain their choices and tell how prices influenced their decisions.
The s¢aders must note how their choices ang ‘reasons are both symilar
to and different from the choices and reasons of the others. A second
budget sheet is then distributed, but the allowance has been reduced to
$5 00 Again the students must make choices and explain their decisions.
It is pointed out that the same incentives (satisfaction and price ) are stull
at wozk, but now the students must compare the previous list with the
new one and explain why they gave uip certain products, retained some
of the original choices, and chose substitutes for others. In particular,
they must tell what they had to give up to stay with an original choice—
what were the tosts to the student in real terms? This lesson closes with
the studcnts[being asked the following “quick” questions:

"® How is consumer satisfaction déternined? *

® What might be some substitutes for newspapers?

® How do indiViduals detesmine whether a product or service 1s worth
the price? 5 ”

v
r

- -Lesson 3 '

This lesson emphasizes the importance of viewing cost as a sacrificed
alternative Students are forced to judge their decisions in light of the
sacrifices that must be made, as well as the benefits to be obtained, -
Students consider the probable consequences of each alternatyye and take

. action based on their evaluation of relative costs and benefits. They learn
that the real cost of purchasing (or choosing) a good (a product or
service) is the next best alternative one gives up to obtain that good.

At the start of the lesson the students are asked to tell how they
economized time and moncy over the past weekend. Examples of therr
responscs are listed on the board. In a short lecture the teacher then

»Shows that all choices involve costs, defines opportunity costs, provides
illustrations of real costs, and to illustrate that two pecople can make
different decisions and still be “right" begause they have different valyes.
The students are reminded of the costs that accompanied their food
choices in the previous lesson, the real cost being the next best choice
of products they would have selected with their limited resources.

. The students receive an outline form on which they write a definition
VT of opportunity cost and state the opportunity costs illustrated n the
lecture and in several situations presented by the teacher. The following

are examples of the situations:

T

-

® You bought a nylon jacket irffstead of a leather jacket so that you would
have enough moncy to go'on a ski-trip. What was your Cpportunity

|
cost?
[ . . .
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@ You want to participate in a bicycle race tomorrow at 4:00 p.M., and
you are busy putting new tubes in your bike tires. A friend calls you

- and asks 1f you would like to go water skiing with his family. They are
leaving in half an hour and will return home at 3.45 tomorrow after
noon. You decide to go water skiing. What are your opportunity costs7

@ The school lunch menu reads. Hot Lunch-80¢, Cold Sandwich—50¢,

Apple-25¢ \Cookies—20¢, Milk—10¢. You have 80¢, and you decide

to buy thq lunch. What are your opportunity costs?

Next, the students are ashed to rcwnsldcr their examples of econumizing

1n time and moncy dunr)g the prev ious weekend and to state their op

| portumty costs 1n cach situatien. The lesson ends by having the students

E) write sheir own defimtions of opportunity cost and by having tlie class
comment on the definitions.

.Lesson. 4

In this lesson, the students analyze how the actions of other people
. influence their choices, and they consider how price serves both as a
measure of value and an allocating device. They also learn how their
behavior mfluences that of other consumers. Again, they must consid(r
the probable conséquences of their choices, and the rolt of price in
assessing these consequences. They will fihd that price is a measuring
device that indicates the relative value of different products and services
in the marketplace, and that 1t 1s a rationing device that allocates products
to consumcrs who value the product or service most highly.

" A major activity 1n this lesson is an auction. The students receive an |
auction activity form entitied “Who'Gets What for How Much? The form
includes spaces in which the students,will list the items offered for sale
and the purchase price of each item. Below this part of the form there
are three questions with spaces for the student’s answers. The sthdents
must keep these questions in mind as the auction takes place.

1. What determunes the price you are willing to pay for goods or écr\'iccs’
2. What is the value of an item offered for sale?
3, How was it determined who got what during the auction?

The students are told that théy are all consumers in the marketplace and
that they may bud for items or stop bidding at any time. ’I‘hc teacher then
takes bids on a paper airplane, getting as much cash as possiblc The
students list this item on their activity form along with the final purchase
price. Next, the teacher auctions off a candy bar. This is followed by the
auction of a second paper airplane, a second candy bar, a final paper
- aurplane, and a fingl candy bar. Questions like the fullowing are asked.

b Y



)
I'd

® Why were some of you willing to paf good moncy for a paper airplane
when you already have paper with You? ‘

® Why werce some of you willing to pgy more than the market price for
2 candy bar? '

® Were you cheated? Why or why not?

® What determined the price you were willing to bid for each item?

. ® What was the value of each item offered for sale? :

® If you had been told that 100 candy bars would be offered for sale
during the auction, what is the most you would have been willing to
pay for the first candy bar? Why? .

The teacher then reviews the responses given to the previous questions
and invites student comment. Emphasis is placed on (1) the relationship
between pricé and scarcity, (2) the relationship betweensprice and the
satisfaction the buyer expects to obtain from acquiring a scarce item,
(3) recognition that value is what an individual is willing to give up\g
get the item (this includes the’ opportunity costs), (4) récogaition that
the buyers could have used their scarce resqurces in many othyr ways,
and (5) the principle that prices allocate scarce resources (the
were sold to the students who were, willing and able to pay the highest
prices). - . ' . —

. As a concluding activity, the students see a transparency of the
popular comic strip “Herman” by Jim Unger (Universal Press Syndicate).
(In this episode, Herman is in a restaurant. He wants white bgead, but
the waiter brings another kind. He asks for pea soup; but the restaurant
is out of that, so he must take chicken noodle soup. Instead, of baked
potato, he must settle for French fries. In retaliation, he offers to pay his
check with “two fives” because he “ran out of twenties.”) The students
must analyze this humorous situation, using the principles they have
learned. They should conclude that the consumer did not obtain as much
satifaction out of the substitute items as he would have obtained from
the products he ordered. His sarcastic offer to pay the waiter “two fives”
is his way of conveying his dissatisfaction to the restaurant.

Lesson 5 . ,

* This lésson concentrates on a non-pricé-allocating device, rationing,
to help students analyze the costs and benefits involved when price is
not used as a measuring device. Here they use the concepts they learned
previously to reason out the probable consequences of changing from a
price-based to non-price-based allocation system. They should lcarn that
it is difficult to allocate goods apd services on the basis of “needs” because
individuals define their own *needs” differently, and suppliers have no
way of really knowing whose necds are most important. Price will be

-

.
!
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seen as a rationing device used to allocate products and services.to
consumers who are willing to pay the most for them. .

The first part of a {hree-part lecture is presented, showing that it is
difficult to allocate goods on the basis of perceived “nceds” becise
peopte define their needs djfferently. The lecturer uses food to illustrate
the problem because evergone needs food, but tastes vary so greatly that
the type of food that satisfies one person’s “need” might not satisfy an-
otg\er‘s. Thss leads, then, to a discussion of the allocation of gasolinc A
worksheet entitled “Allocating Gasoline™ is distributed to the students
The sheet Lists twelve users of gasoline (such as fire fighters, farmers,
arrlinesy traveling salespeople, police, manufacturers, fam’l‘ligs, and teen-
agers Without jobs ), and the students must establish an order of preference
to show who needs gasoline the most.

Drsagreements will probably surface as the class discusses the ques-
tion “Wha needs gasoline the most?” One student can read his or her
list, and the ensuing discussion should reveal that problems arise ‘when
we try to allocate gasoline according to needs, The personal values of
the different gasoline users might be specified, and this phase of the lesson
can end with a discussion of the problems that are likely to occur when )
any good is rationed according to need.

-

The second part of the leeture deals With the following question;

[N

If the nation gets into another “oil crisis,” should the government ration
gasoline by entitling everyone to the same amount? Would such an allo-
cation fit our “needs” better? (The lecture shows how hard it is to’define *
+the same amount of gasoline for everybody.” Does a family of seven get
seven times as much as a person living alone? Is it the same.amount per
person, per automobule, or per licensed driver? Should the owners of mo-
torcycles get the same amount as owners Of cars? Should the owners of
recreational vehicles get as much as those who use their cars in their jobs? *

These examples illustrate the problem and lead to the conclusion"that
it 1s impossible to allocate gasoline on the basis of need because no one
can fairly and accurately assess what people's needs are' The principle
can be demonstrated in‘the classroom by having the teacher offer to scll
one felt-tip pen. There will be only one pen, but several students will,
want it. It will become evident that there is no objective way of deciding
who needs the pen most, so the pen will be sold to the highest bidder
The students can discuss what would have happened if the teacher had
tried to give away the pen according to needs. They should be able to
answer such questions as. “What does the value and price of a product
have to do with the allocation of that product?” *

The third part of the lecture begins by asking whether or not it
would be fair for the rich to have gasoline while the poor go without it
(The lecturer notes that both the rich and the poor would tend to
purchase less gasoline at higher prices because of the opportutfi'ty COSsts
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involved, and that the price system paysgattention to the enormous var:
iation in people’s wants and abilities.) On the one hand, the sales rep-
resentative will be willing to pay more for gasoline so as not to lose sales .
and income People who do not use their cars for their work, on the -
other hand, will not want to pay the higher price, and thus they will be

- making gasoline available to those who muust drive. In short, the price
system will ration the gasoline. T

This part of the lecture also deals with the problem of deciding what ~ + -
is “esséntial” in the use of gasolinc. What one person considers essential
another considers nonessential. Pricing solves the problem by tetting
buyers decide what is essential for themselves and what* nonessential
items to forgo. Price permits consuniers t6 make comparisons as they ,
decide how to use their scarce resources. If a serving ‘of steak is twice .
the price of a serving of fish, the consumer knows that steak must yield .

. twice as much satisfaction or it should not be purchased..

Price also tells suppliers what to produce. They will try to produce
more of whatever is in short supply because they can increase their own
incomes by selling the higher-priced items. In doing this, théy help to.
reduce the shortage. Prices allow consumers and producers to' recognize :
which products are in shortest supply or most vafued, and their voluntary
actions result in the adjustment of supply and'demand. The lesson ends
with a discussion of the following questions: , ~ ° . <+, "

.

%

tried to ration digital watches based on pcoylc’s nceds?

® How is it dgcided who gets digitdl watchés in the marketplace? In
other words; on what basis are digital watches rationed in the mar-
ketplace? . ‘

® What do value and price have to do with how the market allocates
goods and services? ‘ ‘ ' :

o~
3

] . :
® What might be some problems that suppliers would encounter if they
[4

Lesson 6 )

Here the students find that the reasoning skills used to understand 0
consumer behayior extend to both buyer and seller. The lesson empha.
sizes that both prdducer and consumer cconomize, try to anticipate cach
} other’s behavior, and always remain very dependent upon one another.
Thus, buyers and sellers adjust to each others’ ccoflomizing behaviors 1n
the marketplace. , .. .
The lesson requires two 50:minute periods. Tp begin, the teacher
asks: “When you go to the store to purchase a ncéy ten-speed bicycle,
what guides your cconomizing behavior (your choices on how to spend
scarce resources) in the marketplace?” After some discussion, the students
arc asked to list all the jobs that must be done in order to manufacture
a bicycle and make it available for sale. The teacher then poses the
" following questions: -

L g
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® How do suppliers coordinate all of the activities that go into making
and supplying products? -
-® How do suppliers decide what to produce?
, @ How do suppliers set prices? J ’
. tudents are told that they should be able to answer these questions
at the end of the day’s sessipn.

) Now Part I of a three-part lectyee is given. Our depcndcncc onothers
is stressed. the students learn of the many people and jobs involved 1n
producing a snmple item such as a pencil. Then they see how the resources
used in producing records are made available. They learn that all the
people,involved in the process chose to cooperate to satisfy their own
wants and that gcooperation promised to,deliver more satisfaction than
any other’ choice available to them.

The lecture is followed by a simulation calléd “Dealing in the Mar-
ketplace.” The class is divided into two groups, one to be sellers and one
to be buyers. One student i$ appointed Kecper of the Buyer and Seller
Cards, and another {5 chosen to record all market transactions on the
. Class Trgnsactibn Sheet. Each student gets an Individual Transaction Sheet
upori which to record the products—artichokes and sugar beets—bought
or sold, the prices, and the gains and losses. All transactions are reported
to the student with the Class Transaction Sheet. Three rounds of trading
are conducted, with each round lasting five minutes. Students may make
as many deals as they ‘can in the time permitted. The play efs’act on the
. basis of mstructxons on the buy er and scller cards, but they also have a
certainn amount *of discretion’? After cach round the Class summirizes 1ts
éxpencnccs by discussing the Class Transaction Sheet.

On the second day, the session is opened with questions of the
followmg type:

"Sellers, how did y0u clcude how many pounds of armhokes and sugar
,beets to oﬂ'cr for salc in’ each round?

What ptoduct did buyers demand more of in each round?

Did you have a net gain or loss of money? What might explain your
gain or loss? '

How do farmers decide how much of a product to grow? — _
What motivates supphcrs to produce gouds or services and oﬂ'cr thtm
for sale?.

® How are suppliers and consumers dgpcndcnt on cach otHer?

-_— .
. .

- .
2. For a complete description of the simulation see Paul Heyne and Lauric Stevahn, Chudces -

in the Marketpluce (Scattle Washington Statc Council on Economie Education, 1982),
pp, 59-64 and 73-87.

L4 +
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This leads to Part Il of fhie lecture, which shows how suppliers are affected
when consymers chgnge their minds. “What would happen if millions of .
dedicated golfers gAve up the game in order to play tennis?” Of course,
suppliers start’to’offer more tennis balls and fewer golf balls. A supplier
* Who doegnot respond in this way forgoes valuable opportunities. Money

3nd shelf space will be tied up in produdts with no value to the supplieg, . -

Part III of the lecture examines other consequences of the change
in preference from playing golf to playing tennis, such as less crowded
golf coursés and more crowded tennis courts. ‘Students are asked to
predict what golf course owners will do if golf links are unused. They
find that the owners will lose income, and will then look for other ways *

- to obtain money from their land. If there is a great demand for housing,
the land may be sold to real estate developers. There will be tess land
for golfers and more for households. Now zﬁétudcnts predict the choices
the tennis court owners will make if the cdu
for the use of the courts will probably tise, and the owners may consider,
expanding their facilities by bidding land away from other possible users.
Other effects of the higher rates will be noted, for example, some tennis
buffs will play less often. Thus, price rations the ‘courts to-the players
who value tennis most highly. In short, price changes adjust the wants .
of consumers and the offers of suppliers to one agothér. .

The lesson closes with an exercise entitled “Demand, Supply and
Incentives to Act.” Students receive a sheet containing five questions,
such as the following: , :

L. If the price of computers decreased in the marketplace, you would
probably expect: -
A. computer. sales to remain the same.
B. small businesses to invest in computers.

+ C. less computer research and develgpment. -
D. a decrease in the reliance of b on computers. .

2. Sport shoes hgve become very popular among' young people. This
most likely is an incentive for- ' -

A. shoe manufacturers to make more sport $hoes.

B. shoe salespeople to sell fewer sport shods, \

C. shoe repainservices to lower the repair prices on sport shoes.

D. retail shoe outlets to stock the same quantities of sport shogs.

-

Students must selectthe best response and explain their reasoning,

Lesson 7 .. ' !

To analyze the function of information in consumer decision making, -
this lesson focuses on “implilse buying.” People choose produtts based
on expectations of future satisfaction; therefore, information is valuable,

?

-
.
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Obtaiming information requires time and cffort, so consumers economize

even while acquiring information. Students find out that consumers oc-

casionally buy on impulse, not because they are Stupid or irrational, but

- because the cost of making a purchasing mistake is less in those cases

. than the cost of obtaining the information. Students learn that information

specialists provide valuable services if they cnable consumers to use their

- scarce resources economically, for acquiring information requires the
use of scarce resources and involves opportunity costs.

The problem of uncertainty is dealt with in Part I of the lecture. Nd
one ever knows exactly what'vs;ill happen in the future, and uncertainty
can cause problems for consumers and suppliers making chigiccs in the
marketplace. To dramatize the concept of uncertainty, the teacher calls
the students’ attention to three boxes labeled A, B, and C at the front of
the room and asks who would like to buy th¢ items under ¢ ch box Few

. . respond, because the teacher has not told them what is unq?cr th.e boxes
The teacher then tells the class that under A there is a T-shirt, under B
there 1s a poster, and under C there is a record album, but gives no details
about the 1tems. Some ar¢ more willing to buy now, but others are still
reluctant. After students are provided with the prices of the goods, ad-
ditional purchase offers are made, and the teacher records them Finally,
the items are displayed, and the class discusses how the ability to see
the goods nfluenced their decisions. Both the bénefits and the’costs of
obtaining additional information are noted. (Oné cost, s time that the
students coyld have spent doing something else ) A QiSCussion of impulse
buying 1s held, with the class considering when consumers are likely to

** buy-on impulse and when they would be hesitant to do so. .

Part 11 of the lecture points out that people try to reduce risks by
gathering information on goods and services, and that consumers will
stop researching when the costs’ outweigh the benefits gained from the
information obtained. Several examples ar¢ given, such as reading the
reviews of a new record before buying it 1t is shown that people spend
more time and energy acquiring information before making a major pur-

. chase, such as buying a house. This is because the cost of making a mistake
could be very great. The roles of vendors, brokers, and advertisers are
explained as they pertain to the provision of information.

The lesson ends with an exercise called “Was It Worth 1t?” The
teacher reads three episodessand asks the students to discuss cach one,
constdering the valuc of the product in question and the costs and benefits
involved in ganing information abaut the item. The foffowing is an example:

. o

]
sue nceded 2 new three'ring spiral notebook. She really didn't want to
* +  spend her money on school supplics, and therefore was determined to pay
. - the lowest price possible. She called three storesto check on the priqs.

and spent a total of five hours looking through newspapers for sale adver-
’ ~

.
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tiscments. She went to two stores near her home before deciding to pur-
chase a spiral notebook from one of them for 61 cents.

@ Wis Sue’s research worth it? ' .

® Were the benefits greater than the costs?

® Should she have gathered more or less information? Why? '
® How, would you have acted in this situation? Why?

OPTIONAL LECTURES!

.Two lectures are optional. They are “Costs and B*eisﬁss o't: Quality

-

Improvements” and “Costs and Benefits of Consumer ProYection Laws."

. They provide further examples of the use of economic réasoning skills.
The benefits of quality improvements and of consumer protection laws
arg usually quite obvious, but the costs need to be pointed out. For
example, the first optional lecture discusses such matters as the cost of
additional police protection, of safer lawn mowers, and of the testing of
new drugs The second deals with problems relating to “child-proof” caps
on medicine bottles, flame resistant materials, smoke alarms in apartment

" buildings, and safety rules. It is concluded that there are no pat solutions,
to the problem of deciding which consumer profcction laws are worth
the costs because (1) costs might exceed benefits and (2) people will
be affected in differing wdys since each person has a different set of
values. . .

- CONCLUSION

» »

»

The entire package is short, easy. to use, creative, and devoid of the
menial tasks that are often associated with-consumer educatjon. Every
opportunity is taken to teach economic reasoning. Students must,rec-
ognize choices, consider alternatives, develop criteria, apply knowledge,
assess probable consequences, and take action based on  fheir-eostbenefit
analyses. The result'is anew group of consumers characterized as healthy
skeptics because they are aware that theré are no costless choices,

A pilot test with eighteen teachers from seventeen different high
schools in'Washington State was conducted to assess teacher and student
reactions The results revealed that the participants regarded the unit as
an interesting and Yalued learhing experience. Still, implementation re-
mained a problem—how does one take hold of a good idea and arrange
to have it taught on a statewide basis? The solutipn was to hold a series
of thirteen one-day regional workshops throughout the state. Three
hundred teachers, representing nearly all high schools in the state, at-
tended. Teachers of social studies, home and family life, and business

cducation participated. They agreed to teach the unit and to send us pre-
a
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and post-test student scores. To help teachers anticipate how their stu
dents mught react, we “modeled” several lessons during the workshops
to demonstrate how to use the lectures and activities. The participants
were gtven detatled explanations of the unit contents and of how students
of different ages, intcrests, and academic abilities responded to the lessons.
Finally, the teachers heard a lecture designed to help them understand
economic reasoning. The major points covered in the lecture were these.
Scarcity forces all peqple to choose. o, -

. Every choice and actipn is carried out with a purposc People do not
act randomly, they agt to increase their well-being and satisfaction.
3. People behave in a dynamic manner, therefore, the means by which

they gain satisfaction changes.

4. Produgers and consumers act on the basis of incentives. They perceive
an advantagc to the actions they choose.

. All choces involve alternatives, therefore, there are no costless choices.

. The outdome of alf choices lic in the future. Producers and consumers
make choices qn the basis of predicted outcomes.

. People do not act with perfect knowledge. Choices are made on the
‘basis of predicted outcomes, therefore, mformauon is valuable.

. Markets create information.

Exchange creates weHlth. When an exchange takes place, both parties

Vo=
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. expect benefits to exceed sacrifices, or the exchange would not occur.

Through the workshop experience, the”teachers learned to teach and
use ecunumic. reasoning, became familiar with the creative demonstration
lessons,,and realized how convenient the materials were for classtoom
instruction. .

Only seven lessons were dcvclopcd so that teachers could include
the material in their curricula without great cost. The lessons are pur
posely brief. The idea was t0 “Teach less, and teach it better.” The project
focused on consumer education because the subject was alr¢ady popular
1n the schools and highly valued by teachers, administrators, and parents.
Thus, we could be sure that reasoning would be.taught, and that it need
not displace other Subjects. Instead of being seen as a threat, the unit
was percetved as an aid to strengthen the existing currigulum. Teachers
from nearly every high school in the state were involved, and it can be
conservatively estimated, that the unit will be used with 30,000 students
a year. :

. Teaching economic reasoning helps children and aduits to manage
scarcity. Other subjects, such as “The Three R's,” help people learn to
gather and process information about a worldl of scarce resources, but
it 15 economic reasoning ‘that helps students manage their world of
scarcities. Economic regsoning can serve as a capstone for the school
curriculum.

. »
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Developing Economic
Reasoning through Practicums:
The Experience at New Mexmo
State Un1vers1ty

o
Michael G. Ellis
New Mexico State Unwgmty Las Cruces, New Mexico

.

INTRODUCTION

Reasogjnag can be defined as the drawing of inferences or conclusions
through Le?lsc of orderly and rational inquiry. Such a.process is rarely
learned in our normal style of education. Professors of economics will
try to.instill the reasoning procéss in students through lectutes and exams
as well as other but similar means of instruction. However, all that stll
constitutes “talking at” the students, gwing them only a vicarious look
at the reasoning process. The students are simply “heating about™ the
reasoning process undertaken by others rather than experiencing 1t per-
sonally. . )

To rémedy this shortcoming, studcnts must bc given the opportumty
to go through the entire reasoning proccss themselves. A complete e¢o-
nomic reasoning process might involve the following steps: ‘

.Y R -
1. Exposure to formal economic theoty in lectures. ¢
2. Statement of site-specific economic, problems.
3. Construction of theories and hypotheses by students.
4., First-hand data collection to test the hypotheses. -
5. Drawing of inferences and, conclusions from the data.
6 Reperting the conclusions and sub;cctmg them to review and clari-
fication.

-

o

. o <
The process described above is an ambitious one. Care must be taken

to balance the “reason-facilitating” activities, such as lectures, data col-

lection, and econometrics, with the reasoning activity itself. For example,

¢
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the exclusive use of lectures robs students of the enhancement of rea-
somung ability that would occur if they personally attempted to complete
a data base and then carried out statistical operations on it. In ke manner,
students do\%t gain 1n reasoning ability if they concentrate only on data

. collection or data nterpretation without a knowledge of thcory In short,

the fotal scquence yields the highestTreturn in reasoning.

RESOURCES .

4
At the university level, a minimum of two faculty members will be
needed. One should b€ an économist, and thg other should be a statis-
tician. The following are also necessary: - . .

® Data management cquipment for each student, such as HP-41C pro-
grammable calculators, for use in on site data collection and storage
Access to the university's computer center for computer card key-
punching. Access to remote terminals for interactive languages
® Two universify vans for transportation.
® Detailed maps and secondary source data pertaiping to each project
When on-site investigations arc ngcessary, permission must be obtained
from local civil duthorities and property owners to make the visits and
to investigate specific economic problems. .

.

THE INSTRUCTIONAL APPROACH - * .

Every region faces its own agiQue economic problems, and thiesc
can be addressed by the students as part of the reasoning course. In
southern New Mexico, for example, the problems of a poor agricultural
population situated on an intetnational §order with language and ificome
differences sets the tohe for our reasoning practicum. Our approach was,
‘to.group students.from abroad whose countries have severe e€conomic
development problems with US. students and to ask them both to use
this region as a proxy for a developing nation. The reasoning scqucncc
then, begins in the classroom.

The class is broken up into"groups of four students. Each week
projects are assigned, and each group is responsible for turning in a
completed document. The projects have been designed so that groups
can take advantage of specialization of labor. Each reasoning' project
entatls scveral steps—the specification of variables, the Jpreparatior® of
instrdments, statistical analysis, and the drawing of inferences—and par
ticipants are encouraged to specialize in those activities that most 1n§crpst
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them In this way, the students will be involved in the entire process but

can hone the particular skills deemed most important. The next section

contains examples of some of the reasoning projects used at New Mexico
.o State Univct'sigy;. o

< . EXAMPLES OF REASONING PROJECTS

Approximately ‘twemy«ﬁvc site-specific projects were used, which
were grouped under the general headings, given with the abbreviated
list of projects that appears at the end of this report. For example, the

. three projects given under Population Dynamics were, (1) age distri-
bution, (2) elderly populations, and (3) Indian census. One problem
dealt with rest homés for the elderly, and this is described below to
illustrate the instructiqnal\ approach. o

‘@ Tue PROBLEM: Rest Homes for,th? Eldeby\

- Las Cruces, New Mexico, has thrée rest homes for the elderly. One

of the three wants to”expand but has been denied a certificatetof need.
Such certificates are issued on the basis of.a formula derived from census -
estimates of the aged population. The rest home operator claims

sunbelt miggation has increased the number of the elderly and that more
rest home beds should be provided. - ' -

1 Lecture on Fheoretical Issues The economist discussed the opl
eration of free markets, the entry and,exit of rest home operators, the
" quality, of care, and prices. Then a discussion of market imperfections
(such as imperfect knowledge, and traumatic iliness which makes con-
sumers “less than rational”) was held. Finally, the perceived need for
government intervention was discussed. .
2 Site-specific Problem. The students were asked to respond to the
- call for more rest home beds in southern New Mexico.
- 3. The Construction of Theory and Hypothesis by Students. The
' * students reasoned that the rate of change of the elderly population was
- a function of (a) the age distribution of the existing population and (b)
migration patterns of prospective residents. Some method of estimating
- the number of new elderly arrivdls had to be found to see if, indecd,
ofmanq wolild exceed supply. If demand were found 23 be greater than
. supply, the recommendation swould be to relax the rc.i ictive certificate-
e of-need I¢gislation. : N
L 4 Data Collection. The statistician discussed various sampling tech-
niques and the types of inferences that-can b¢ dtawn from them. Pop-
ulation dynamics involve such specific sampling techniques as telephone
surveys, mail surveys, voter registration survéys, and personal intc'n‘ficws.

- « ’
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The students designed various types of survgy instruments, tested them
on the campus population, and then set out to determine how many
clderly persons there were in the community.

5. Conclusions Under the direction of the cconomlst the students
interpreted the results of the data gathering attempt, The main theorctical
tool was a comparison betwcen projected supplies of and demands for
rest home beds. .

6. Reporting Conclusions The conclusions should be examined by

. the students’ peers as well as by interested persons in the community.

In this way, students learn of the effects such studles can have, and of
any errors in their reasoning proccss .

Each student is responsible for scvcral pro;ccts.'Rcasoning practice .

should be more complete when the entire sequence, frum theory through
data collection to the drawing of inferences, is actuatly conducted by the
students themselves. A few additional projects are Iisted and bncﬂy de
scribed below. LA

POPULATION DynNamics: Age Distribution

The objective was to estimate the agc' distribution of students on
the campus of New Mexico State University. The construction of, the
sampling instrunrent was of little concern, the difficuly woyld be n the
sampling frame. Where will there be a “normal” flow of students that
will adequately_represent the entire student body? In this study the
students were askcd to determine whether of not our student budy was
getung older and, if 50, what the implications might be for future en
rollments.

-

POPULATION DYNaMICS: Indian Census

. The objective was to estimate the number of Tortugas Indians in
the area. The definition of th¢ vanable was an important factor here.
What constitutes being a Tortugas Indian? How does one define the
variable “being an Indian™? How many Tortugas Indians live elsewhere?

How can you be sure that any frame you have sclected will not give

biased results? Students needed answers to questions of thesé types in
order to evaluate claims on the federal Bureau of Indian Affairs being
made by local lndnan tribes.

AGRICULTURAL MARKETING: Marketihg
Farm Products .

The problem was to estimate the percentage of summer vegetables
sold dlrcctly by the producer and the percentage sold to an internrediary.
Stqdcnts WOuld nced to find out how many “farm direct, agricultural
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merchandising operations there were, and how much is sold during the
Saturday and Wednesday markets in the downtown mall. The data would
be used to evaluate the efficiency of out agricultural marketing system
and to make judgments about how the system might be changed.

TRANSPORTATION: Airline Demand .

The obfective was to estimate the need—and hence the demand
for—scheduled air carrier service to the Las Cruces Crawford Municipal
Airport. Where do New Mexico residents wapt to go? How much cargo
do they want to send? How rhuch business davel would there be? How
much pleasure travel would there be? To deal with questions of this type
the students might do regression analyses to answer questions such as
What is the relationship between firm size, occupation, trip length, and
demand for local enplanements? Only after completing this type of anal-
ysis would they be prepared to determine whether or not Las Cruces
should have a scheduled air carrier. . :

HousING: Who Owns Houses? -+ - .

*  The question for this project was: “Is there substantial economic
discrimination against minorities in the housing market?” In answering
the questions the students had to find out what ethnic groups owned
land afid who owned the housing units in Las Cruces in order to determine
the distribution of owner-residents by ethnic origin and gender.

EDUCATION: Future Demand for Education

“Do we nced more or fewer schools?” “How catr we estimate the
need for higher education in the next five and*en years in Las Cruces?”
Approaching questions of this type”required the students to make pop- .
ulation studies that would show how the age structure will determine -
the pupil population in differént grades. They would also have to find
out what other factors might affect the numbers, This project was of |,
interest to us because we had been told to expect a décrease in the
number of freshmen at New Mexico State University, ,

Other Activities S

In addition to the projects are described above, the students did
such things as estimate the total number of pecan trees in the Mesilla
Valley, conduct surveys to find out who buys the area’s chili crop and
for what uses, estimate the number of “Cowboy Cadillacs™ (pick-up trucks)
used by students at the university, determine the need for more paved
roads in Las Cruces, estimate the, cattle population in the Mesilla valley, .
collect data on the incidence of mononucleosis in the student population,
survey the Las Cruces health care services to determine’ the type and
mix of medital services available, estimage the average non-school-related

25—~ -
e, '3U_

..




12

income of students at the university, and estimate the educational levels
of the Las Cruces population by gender and ethnic origin. These activities
were dften related to policy questions. For example, after estimating the
sources and magnitudes of incomes in Las Cruces, the students were
expected to recommend a taxation policy. Some of the questions were
quite sensitive, such as those relating to the ethnic origins of certain
types of wo:°kcr5 and whether or not the United States should open its
borders to “guest workers.” In an analysis of sampling techniques the
students should be able to recognize the sorts of problems that arise in
basing policy on possible answers to culturally sensitive questions.

CQNCLUSION |

A, 1 1

There was enough variety among the topics covered in the prac-,
ticums for all students to find projects of interest to them. A number of
sampling methods and surs ¢y techniques could be used, such as transect
samphng and aerial surveys in the case of the cattle count, and random

sampling with telephone surveys for other projects. The students learned
several research methods and statistical concqpts by applying them to
actual situations in the Las Cruces area, and they obtained first hand
knowledge of the problems of definition, sample sclection, treEtment of
sensitive questions, and others that researchers often face. Although sev
eral of the projects applied 8pecmcally to New Mexico, the approach
could be employed 1 any other part of the country as well. Instructors
elsewhere can develop their own lists of projects, or perhaps adapt some
of ours to similar situations 10 their own regions. The important point is
that the students learn to reason by going through the entire investigative
process described above, and by actually collecting data and drawing
inferences from their findings. '
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- APPENDIX ‘v

«
The following is an abbreviated list of topics for site-specific projects

in Q{ southern New Mexico agricultural community.

Population Dynamics

® Age distribution
‘ ® Elderly populations

Medical

® How many cases of mono? '
® Survey of medical services -

) ® Indian census ® Rest homes .
Cropping Patterns Education
® NMSU grass ® Educationallevel of secretarics

[ 2

Fi

® Stahmman's pecans
@ Mesilla Valley’s pecans

Agricultural Marketing

® Marketing farm products
® Marketing the chile crop

-

Transportation -

® “Cowboy Cadillacs”
® Airline demand

® Paved roads

Livestock and Fowl ‘.

A\ ]
® Grackle count
¢ Cattle count

Income Patterns

1

¢ Income level of students
® Las Crucgs income levels

.

Sensitive Questions

® Las Cruces educational level
®. Future demand for education

~

v

:

Housing

® Mobile homes

# Who owns houses?
Employmént

¢ Ethnic origin of onion workers

4

‘

R

® Sampling techniques; report on
scxuality
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Managlng Indepﬁent Living;:
-~ An Adult Education Program for
3 Persons in Transition

' . ' - Ruth G. Thomas
Uniuersity of Minnesota, St. Paul, Minnesota

INTRODUCTION

.

. . .
. Managing Independent Living is an adult education program designed

to help participants successfully assume r ibility for making and
catrying out practical decisions associated wid¥ establishing and main
taiung an mdcpcndcnt living situation.” In ‘that situation the individual
15 rcsponsnblc, for recogmzmg, analy zmg, and solving problems, for setting
and achieving goals, for determining the needs of self (and possibly of
others) and the ways to satisfy these needs, and for provxding and man- ‘
aging resources. ’

The program is designed for aduits who are approaching or expe-
riencing a transition from a more dependent life style to 2 more inde-
pendent one and who can benefit from greater intelléctual competence
and the development of attitudes that facilitate independent living. ‘The
program was developed for and tested with adult female offenders in a
state residential correctional facility. However, the concepts and pro-
cesses are appropriate (with adaptation) for other institutidnalized pop-
ulations experiencing a transition to more independent community living
(c.g., persons 1n county-level correctional institutions) and for noninsti
tutionalized persdns encountering a new level of independent living (¢ g,
displaced homemakers, persons in nonresidential treatment programs,
students about to of undcrgomg thcu first experience in living away from
home). .

The program was developed and tested under Title 1 A of the Higher
Education Act of 1965. Development took place at the correctional fa-
cility, with continual testing, review, and revision. The reviewers and
consultants had backgrounds in highcr education, adult cducation, vo
cational cducation, home ¢conomics education, CETA (Comprchcn51vc
Education and Training Act), corrections, and special education. The
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program was developed over a 21 thonth period between October 1978
and June 1980 In 1981 the Minnesota legislature provided funding for
the program on a continuing basis in the budget of the Minnesota Cor-
rectional Institution for Women. i Pt

A 323-page progrdam manual was developed. It included curricula

for’ group and individualized instruction, guidelines for program devel-
opment, an annatated bibliography of reference materials, a directory of
community resources, and guidelines and materials for evaluating par-
ticipants and the program.’

a

OGRAM RATIONALE

The period of transition to independent community living is a crucial
one Its success determines, to a large extent, the degree of adjustment
that people are able to achieve in a community. During this period the
individual faces a large pumber of simultancous changes.. These usually
include moving to a more independent livihy situation apart from an
institution or family, assuming increased responsibility for supportng
onesclf and possibly others, and establishing oneself in a2 new milicu.
Persons in transition must develop new psycholqgical perspectives re-
garding themselves and their life style, and must acquire the thinking,
problem solving, decision making, and managémeht skills needed to re-
gain or to attain. an independent mode of living. .

During the period of transition, adults often have access to vocational
training and counseling services, but generally have little opportunity,for
education in the previously described management and decision-making
skills required for independent living. Yet, it is at this time that these
skills are critical. The Managing Independent Living Program can be
conducted during the transition period to provide that educational op-
portunity and help people develop reasoning and management skills.

-
(3

‘ l
N PROGRAM GOALS AND OBJECTIVES
General Goals ‘

1 To help participants develop competence in solving problems of in-
dependent living, including:

A Management of resources (goal setting, decision making, resource
identification, development, and allocation);

S

1 Ruth G Thomas, Dianc Po)&'omcy, ad Jane Berge, Managing 'Independemuwm- Pro-
gram Manual (§t Paul Division of Home Evonomics Edutation, University of Minnesota,
1980). '
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B. Choosing, dev eloping', ‘and maintaining a living environment which
promotes positive growth for self and others (physical environ-
ment; interpersonal relationships; housing alternatjves);

C. Provision of basic goods and services (alternatives, pnormcs eco-
nomic concepts; consumer educauon) .

2. To facilitate ‘psychological adjustment (self image, sclf confidence,
support systems, economic and identity self-determination);, -

3. To facilitate integration of participants into commumty life (using
community resources, entry into educational programs, career de
velopment; employability skills; commugpication skills.) .

B v

While instructional :ijecu'vcs and learning activities are c'iesigncd
to develop perspectives and a level of competence that have broad appli
cation, instruction focuses on thre¢ immediate dnd specific problems
encountered by adults as thay prepare for their own transition. These
include career and life planning, housing, and consumer goods and services.

The curriculum covers those skills viewed as'nécessary to understand
and delineate problems, and to determine ahd carry out solutions, in
‘cluding the ability to: .. . . e,
. Conceptualize problems .
. Analyze situations and cifcumstances ’ ’ .
. Set priorities *- ’

. Set and achieve goals . “ .

Develop a decision-making procch

Generate alternatives . ! /

Expand concept of resources

Use resources effectively . .

. Locate, organize, process, assess, and use information

. Set criteria by which alternatives and outcomes can be judged |

. Differentiate controllqblt: from noncontrollable elements in situa

tions ¢

12. Predict consequences &

13. Structure time and cw'vet;ts ? <

L]
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' THE CURRICULUM

The curriculum structure has two dimensions. Reasoning, decision
making, problem solving, and management processes constitute one di,
mensivn (sec Figure 1). The process takes participants from the point
where they perceive the need for a decision or action through an in
vestigation of alternatives, to a decision between alternatives, and on to
exccution of the decision. The basic components of the process are
designated 1n the large circles in Figure 1. The terms surrounding each

[

o ~30-~

35 -



* Constraints

. \ PROCESS STRUCTURE Control
« ' )‘ * . / \ - 14
] ) 4 . Potential a3

$- Alternatives Results . )
Resources Circumstafices . 2

.

RRIES
c‘QOUT

SEARCHES

. FOR
ALTERNATIVES
(INVESTIGATING)

”~

A 4

Categorizing DECISION MAKING
REGARDING
GOALS AND ACTION

(SENSING)

} CONSIDERING Analyzing
[¥] - Hypothesizing .
T

ACTION
(ACTING)
Surmarizing ©
v Integrating

. R
‘ ’ & Goals ' \ t Progress o
/ N ; ~
. - . ldentifying Identifying K
. . Differentiating PERCEIVES Differentiating
. Comparing
il |
alyzing -
Eotteating | IMPI:EMQNTING
Ehluating '

o Surmarizing
Integrating

Evaluating | J

Priorities Schedule

Compar ing NEED FOR

‘ CHOOSES
FROM

AMONG
ALTERNATIVES

AN

(DECIDING)

Realities Sequence

Coomitment

- , '
: , Consequences / Figure 1

ERIC. ~ =

Arunet providsd enc |
Full Tt Provided by ERIC.
by %3




large circle ﬂpr Sent key concepts related to that process cbmponcnt
in the curriculum. - )

Figure-1 dépicts two major process categories. One catégory includes
considering functions (which cmompas;s investigating and deciding pro- .
cesses ), and the other includes implementing functions (which concern
planning and acting processes ). Mental processes required of participants
as they become involved in the considering and implementing functions
are listed on each side of the model and are similar for both ca egorigs.

The decision making process represented in Figure 1 is 10picallyf a
sequential one. The human experience with the process, howevex, §s
frequently characterized by “back and forth,” and “across-and-through”
movements. Consequently, the figure intentionally shows a flud, structure
rather than a linear sequential one so that participants can easily enter
the process at the point where their thinking is focused. The curriculum
is designed to promote the development of more systematic movement
through the process. ’ )

The curriculum emphasizes the development of reasoning abilities
related to the considering functions, These are not armchair exercises,
but actively involve the participant in analyzing problems and determin-
ing information needs and in creating and assessing ways of meeting those
needs. ‘ i

The t‘hree problems to which the process has been applied—career
and life planning, housing, and consumer goods and services—constitute
the second dimension of the curriculam structure. In all three cases, the
process is focused on developing goals and action related to the transition
to community life. As participants solve specific transition-related prac-
tical problems, they deepen their understanding and develop perspectives
and skills that will help them analyze and solve other practical problems.
By working through the same process to solve more than one problem
participants learn to abstract and generalize essential elements of the,
process.

. The program manual, which contains the curriculum, is intended
for the instructor's use in guiding participants through problem solving,
decision making, management, and reasoning processes. The curriculum
is process-oriented, emphasizing the application of cognitive processes
in solving problems. Because the curriculum is individualized, partici- -
pants work at their own rate on their own goals, and persons with differing
levels of capability can be served. .

The curriculum provides a pool of learning activities from which
those most appropriate for different individuals and groups can be se- .
lected, and provides repeated practice opportunities for learning con- ;
cepts and reasoning skills. Self evaluation reviews are built into the
curriculum through tangible progress indicators. Instructional materials
have been selected for their appropriateness for adults. Materials and

1 ' - .
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learning experiences are coded according to level of reading and cog-

. nitive skill demanded.

a

INSTRUCTIONAL MODES

Group Instruction N

Program goals are accomplished through both group and indivi-
dualized instructional modes. The purpose of group instruction is to
encourage feclings of self- worth, to stimulate the participants’ thinking
about possible futures, to inttoduce independent living concepts, and fo
develop interest in pursuing these concepts in greater depth through
individualized instruction. Participants are challenged to think about what
they want as opposed to what may sound good.to others. The focus of
the group sessions is on having participants take stock of their currént
situation and consider what they would like to be and what they must
do to accomplish that goal as well as alternative lifc styles, expectations
regarding relationships with others, and the use of money income, time,
angd other resources.

A format of eight two-hour sessions dism?utcd over a two-weck
period provides continuity and sustains high interest among the partic-
ipants. Group discussions and presentations by guest speakers are the
primary instructional modes. Durmg group sessions it is important to
refer frequently to the personal confcrenca so that the participants come
to understand that the latter activity will help them to pursuc ob)cctwcs
they have sclected during group sessions. The role of the instructor is
to plan and coordinate the sessions, choose guest speakers, present j
formation, design experiences for the participants, and serve as discussjon
leader. Groups should have between five and fifteen participants, 5o as
to maximize both group interaction and individual participation.

. Sorfie independent work outside the group should be required. The
assignments serye to introduce participants to the kind of work they will
be required to do in the individualized instruction sessions and to increase
their confidence in their ability to do indq;endcnt work, Additional group
sessions can be canducted to address problems common to several par-
ticipants in individualized instruction. These sessions give the partiupants
the opportunity to. interact, support one another, and exchange infor-
matipn, insights, and progress reports. These sessions can also be opened
to interested people who-are not involved in the program

The group sessidns, which we have called “You and Yours” sessions,
should provide a supportive atmosphere, a focus on the future, and stimult
for thinking about possible goals. The opening session should be inter-
esting, provocative, and enjoyable. The leader starts by asking questions

. such as these: - . .
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@ What would you do if you were told you had only twenty four hours

to live? Whom would you choose to be with? Where would you go?
® What would you do if you were given one million dollars?

’I'herc 1s usuaily much laughtcr at the responses and comments of the
participants. The energy level rises and an atmospheré¢ of excitement
prevails. After everyone has had an opportumt) to speak, the leader shows
how links can be drawn between drcams and reahty For example, the
leader might say. “Let’s take Angic’s wish to travel around the world.
How could she go about achieving that? What are the major steps toward
getting there? What skills or steps has she already achieved? What skills
or steps does she need to develop?” The participants then offer sugges -
tions 1n response to the leader’s questions. The leader summarizes the
discussion by stressing that dreams might come true if a person is willing
to act, that action begins with where the person is now, that one must
recognize the intermediate goals and steps which Iead to the achievement
of long-term goals, and that one must work with the present sntuanon
and develop. a plag. [ )

The group.sessions should help thc participants achieve the follow
ing:
Develop long- and short-term goals
Develop realistic expectations about themseives <
Develop realistic expgctations concerning human rclatlonshlps
Develop relationships bgtween themselves and the environment
Develop self-control ang undertake self- mvcstmcnt\

Learn to recognize, manage, and use resoufces
~ ~

The titles of the sessions should include such topncs as “What do you
want out of life and how do you get it?”, “You and your environment,”
“You and your money,” “You and your work,” and “Community re-
sources.” !

¢
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Individualized Instyuction

While, group instruction contributes to the participants’ awareness
of the need for deciston making and goal getting, individualized instruction
helps participants leatn specific problem solving skills and procedures as
they set goals and make decisions associated with their own transition
Indiwvidualized instruction involves private conferences between the in
structor and the participant. It is intended to continue from a few weéks
_ to several months, depending on the participants’ goals, the amount of
) tme avatlable to prepare for the transition, and the pamcular problems
to be explored. The purpose of such instruction is to support and assist

[}
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particxpams in applying concepts presented in thc group scssi(m& to their
. #own situations.
Ideally, participants would move from the group sessions to im-
" mediate participation in individualized instruction. Because this‘is not
always the case, however, the individualized curriculum is designed to
accommodate persons who may not have participated in group sessions.
A goal plan and progress record provide the framework fof Tndividualized
instruction. The person’s major educational goal (such as to choosc and
prepare for a carecr) is entered at the top of this form, along with the
. day by which the goal is to be reached. Thc progress tecord lists the
weekly goals whose achievement is to I€ad to attainment of the major
goal, and to record progress relative to weekly goals. —_
During each conf ence instructor should help the participant
review the goal(s) set d the previous conference, record the-degree
of achicvement, and set goals for the week ahead. Goals for the week

ahead will jaclude a fiew attack on goals fiot achieved during the previous -
week or new goals focused on the next step to be taken to reach the
m#r goal. Concepts presented in the group sessions are applied to the
participant's own situation during the individualized conference. The
participants learn skills related to problem identification, goal setting,
information seeking and processing, decision making, planning, action
taking, and action evaluation. It is not the function of the instructor to
do for the participants that which.they need to be able to do for them-
selves. The function of the instructor is to assist and encourage partici-
pants in setting goals and monitoring progress, to engage them in practicing
new skills, and to support them in pursuing their goals. Many instructional
modes are used, including telephone and in person interviews, visits to
schools, training programs, commhunity agencies, and housmg units, read
ing; and paper-and-pencil activities.

The individualized sessions should be scheduled rcgula.rly and fre-
quently—preferably an hour onc¢ a week. However, flexibility will be
necessary to accommodate other demands on participants’ time as well
as any special needs. The ﬁrs\ task of the instructor is to gain an under- .
standing of the particxpants—thcnr backgrounds and their ideas about
their funire. Problems must be explored, and individual goals must be
set during the first few sessions. The instructor then helps the participant
thi}lf\thigligfhc goals and discover, create, carry out, and evaluate
setutions. ) )

Many participants have already settled on a way of handling aprobl

. before they enter individualized instruction, howgver, i many cases they
will not have considered alternatives. The suitability of a chosen approach
to 2 problem will become apparent as the participant worlcs thraugh the
cxcrciscs in the manual.

.
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Examples ; e S e
" The following activitiés are from the program manual, Mahaging ’
_ Independent Living* - , .

e .
ke .

Example 1: In this section of the anuat(pagés 63—66), the participant’s

instructional objectives are-to: ', . ” »

A. Demonstrate awareness that pursuing a career will necessitate the use
of time, money, knowledge, skills, ngd commufity resources.

B. Present examples of material, human, and community resources.

C. Determine what resources are desirable for achieving each career
alternatiye and which are required. . «

D. Diﬁcrcnnatc between required resources that are now avaulablc and
those that could probably be obtained. ‘ .

E. Recognize multiple demands on resources required by career alter
natives. ‘

» o

The suggested activities for each of the above objectives are:
efine “resource”. Given the definition of the term and, a list of items,
* circle those you would regard as fesources. Given a list of careers,
specify resources each would require.
B. Thinking about the career alternativesfisted, note the human, material,
_ and community resources required to achieve each carger alternative.
C. Same as B, above, for resources. '
D. Givena list of the resources required for each alternative, circle those .
resource’ that are presently available. Stag those that probably could
be obtained and suggest ways of doing so. Underling those that'would
be difficult to obtain or develop now. During the student instructor
mecting, discuss how the resources were classified and the appro-
priatepess of the methods suggested for obtaining them. R
E. Review case studics illustrating».mﬂucncc of resources on life style.
List the features mostdmportant to your life style. Discuss. If you were
to invest $3,000 ih ng, what degistons would you make regarding
rent, food, clothes/and entertainment. ,

. 7

A similar approach is used to analyze the participant’s nccci for
housing. For instance, the participant must recognize that cach housing

. . s ~
-~ .

2. Because of limitations of space it is not possible to usc the format given in the manual
or to includosll relevant items. In addition to the instructional objectives ind sugggsted
activities presented here, the authors included g¥ncralizations for cach item, thc pmc.css
involved, student goal guides, and suggested rdcrcnccs.——'hm Enrror

4
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resources. Using a form pro-
constructs a graph of the existing
required resource. During a meeting
pant explains the graph, projects total
monthly money income and expenses, and compares the amount of
moncy available for housing with the amounts required by-each housing
alternative (See page 181 of the manual for the demand-supply form,
and pages 115-183 for the entire unit on housing.)

, Example 2: In the section of the manual dealing with consumer goods

and Services (pages 185-283), the activities help the participant to see
" thatalife-style transition affects wants and needs for goods and services.-
: After reviewing wants and nceds, establishing priorities, and learning

. about such problems as “impulse bu'ying,“ the participant is cxpected to
— ——beable; forexample;tor T . >

-

-

YA. Determine purchasing power. "
B Determine monthly expenditures and the relationship between monthly
' jincome and expenditures. . . .
C Determine nonmoney resources that could be applied t0 “identified
+ Ways and means alternatives.”

t

The suggested activities for these objectives arc:

A Tabulate your. monthly income. Read “How to Make 2 Budget” in
Cortsymer Economics Il, APL Sexies (New York. Harcourt Brace Jov-
anovich, 1979). Review a-list of fixed expenses. Select and list on an
expenditure form those items which are your monthly fixed items.
Add any item not listed. Read “Fixed Expenses” in [Reaching Your
Financiql Goals, by the Moncy Management Institute (Chicago:

- Houschold Finance Corporation, 1978). Revigw a list of flexible ex-
penses. Select and list on an expenditure form those items that are
frequently flexible expenses for you. Add any items not listed. Read
“Flexible Items” inReaching Your Financial Goals. Also read “Pos-

, sible Budget Items” and “Sample Budget” forms 1, 2, and 3 in Con-
sumer Economics II, . ]

B On a fori, list your actual morithly expenditures. Classify them as
fixed or flexible, and ‘calculate total montHly expenditures. Subtract

- total monthly expenses from total monthly income. Discuss your ex-
penditure form and the balance with the instructor. Are all essential
categories included? Are expenses greater than income? Does income
mect expenses, but there is nothing left? Are expenses less than in-
‘come? Summarize your present purchasing power. ——

C Are there ftems you have now that,could be converted or adapted to

1 A
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meet a nded or want? List any job or personal skills and talénts you
could exchange for goods and services that would satisfy your needs
or wants. How much time have you? Can you wait until you save
.. cnough.cash? Arq you wilting to wait? Can you usc time to carn money
| "arto progucc the gopdor service needcdor wanted, or to exchange
‘skills and talcms for ideded or waqtcd goo&s and serviges? Summarize
. yopr*ﬁvaﬂablc .ncmmoh‘gy resources. . ..;' L R
.4 K \ ‘- \ N :

“ ur RAYIN [ “.. . )

s ;I'he pr;c,cghng actiyity is followcd.‘ Yy 2 study of comsumer Ct!‘.‘dlt, a

v re\iicvy of casts illustratigg the ipfluende Bf resourcgs on life Styfles, the

. drawmg of a gragh to reprcscnt dc;nand and supply, rclations,h!pg for
each r'c"quired resqurce, and ,an aﬂ'al isis of val‘ues and goals, pos?lble

consxstcncm and (fdgﬂmts and conhdctaugn of altcrnau\c ways and"

t"

tcndcd ‘for the m;lmduahzcd sessions can be tz;ught through grdup i,n
~s':ruction and apphqd mdmdual pro;ects
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4, fe. =USE AND DISSEMIHATIOI‘I S, N
R A T
-
The program chn.be condu(:tcd ina smglc cur:iculum prag%'am L

agency, « or, institution. Insntunon&mvolved in the program included 2. ..,
major umvergxt}, a, commium) collegc a vocatmnal and technical insti
tute, and a residential correetignal institution. Particnpants who sticeegs
fully completed the pnogram were mmdeducmﬁutr_from the techmucl | ~ ‘
msntutc;and thqy had thtopportumty to carn m:dxt from thc.wmmumt) T
collcgc e & 5 : . -

The program had a full time, instructor who sqrvcd about t'hmy"
pcrsons a yeat, For othct populauons, where Jess mdeua.hzcd super,
vistoti_is required, 2 pan fipic insteucter might be employcd Where
nstructional personpel ar€ already avnﬁablc, or where-the curniculom is
intcgrated into an cxisting program the eutof pocket opcratmg costs
.can be limited. to the purchase of inst.ructiona! matcnals

The program manual has been’ dlstnbutcd to. oducators in., shirty
severd states and in’ Canada. ‘Requests have come frém correctional in o
stitutions and agencies serving males as well 28 fetnales, secotidary schools, "
adult educators,. , institutions of, hnghet cducation, and state tducation ‘ .
agencies. Articles about the program have appcax‘cd in the joumal of . .
Correctional Education, 32. 4 (Jggc 1981) and Family Relations, "30.4 ’
(October 1981). Reports conceining the program have been presented

at regional, natio aninternational profcssloml mectings attended by e .
. soc:ologlsts and correctjons personncl
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RESULTS

Evaluation instruments and designs have been devcloped'to assess ?
participant progress and the impact of th¢ program. The design involves
collecting background information on the participants, keeping records
of instructional sessions, compiling test data, using a goal attainment
scaling model, recording the instructor’s perceptions of competence 1n
skills the program is designed to develop, noting the participants’ reac-
tions to the program, and carrying out follow-up studies of the participants
after they have completed the program. The evaluation provided the basis
for the recommendation to the legislature that the program be funded
on a continuous basis by the state of Minnesota. T

~ —IMPLICATIONS '
The Managing Independent Living Program can be viewed as a model
in several ways: :

® It is a process approach to developing complex intellectual skills,
including reasoning, problem solving, decision-making, and manage-
ment. . ’ .

® It represents a cognitive approach to affective and cognitive devel- .
opment.

® The curriculum model makes explicit the links between abstract con-
cepts and concrete situations. . . . -

® It is designed primarily to enable individuals to work at their own rate
on their own goals. Individuals of diverse capability can be served.

.




Teaching the Economic Way of
Thinking to High School :

Students: A Comprehensive
Program

~ John S. Morton
Homewood-Flossmoor High School, Flossmoor, Illinots

INTRODUCTION ,

Students do not develop cconomic'logic by the use of gimmicks or
shortcuts. Thcy nced constant reinforcement of economic concepts at
‘all levels of learning—knowledge, comprehension, analysis, .cvaluation,
and synthais The approach used by teachers at Homewood Flossmoor
High School has four steps in which each step pushes economic reasoning
to a higher level of learning. These instructional steps are!

Teach the basic principles of economics.

Reinforce these basic economic principles with various activities.
Have students apply economic logic in the study of a wide variety of
subjects.

Have students apply economic reasoning to hypothetical decisions
they will make as consumers, workers, and citizens.

™ Wb

The tesults of ‘this approach have been impressive. Because eco-
nomics is a required course for seniors, it probably has a more hetero-
gencous population than clectiye courses do. Yet, when compared with
the national norming data prowdcd with the Test of Economic Literacy,
our students appear to gain cconomi€ understanding at a rate almost
three times the national average.

Although the results of the Test of Economic Literacy were bascd
on a year long course made up of thirteen units, in this ceport I shall
concentrate only on our methods of teaching scarcity and basic microeco
nomic concepts. I will show how students can use the concepts to develop
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an economic way of thinking. Note, also, that the activities described
hete can be used in a variety of high school courses, they need not be
part of a formal course in economics.

CONCEPTS NECESSARY TO THE

DEVELOPME]‘IT OF ECONOMIC REASONING
S
The activities dcscnbcd in this report rclate to several concepts
listed in A Framework Jor Teaching Economics. Basic Concepts, pub-
lished by the Joint Council on Economic Education in 1977. These are:

Economic wants Interdependence
Productive resources Government intervention and
Scarcity and choice ‘regulation
Opportunity costs and trade-offs Markets, supply, and demand
Marginalism and equilibrium The price mechanism
Economic incentives Competition and market structure
Voluntary exchange Market failures

THE FOUR-STEP PROCESS

As students move from step to step, they learn to comprehend, apply,
and analyze situations from an economic perspective. The steps are briefly
described and illustrated below.

Step 1. Teach the Basic Principles of
, Economics

At the beginning of the academic year the students get an overview
of an economic way of thinking. First, they take a ten-item truc-false test
which contains statements such as the following:

® If somconc makes an cconomic gain, sOmconé else loses.
® A nonregulatcd monopoly charges the highest possible price.

Then they hear a lecture on the basic tenets of an ‘economic way of
thinking, and they discuss the answers to the test in the light of the
concepts conveyed in the lecture. This initial activity shows the students
that cconomics is not merely a compilation of facts, and that they must
learn a new way of thinking about problems.

The students must obtain a good working knowledge of each eco-
nomic concept. The economic ‘concepts are covered thoroughly in sub-

-
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sequent units Mmc through lectures, discussions, and audiovisual
prcscmauons \ ,

STEP 2. Reinforce the Basic Economic
Principles with Various Activities

) Economic principles can be reinforced through problem-solving.
Students learn best by doing, and “problem sheets™ are used to reinforce
the concepts. For example, in one such sheet the students are given data
on production possibilities for two products (such as guns-and butter)
and must draw a production possibility curve. Then they must answer
several questions based upon the curve, such as. “If the economy was

" producing a total of one million pounds of butter and wanted to increase
this by another onc million, the required decrease in gun production
would be thousand.”

Many of the problem sheets are similar to those used in typical
cconomics courses, but others differ. Scarcity involves both sotial and
individual decision making. A problem sheet on “The Cost of College
Education” illustrates this point. The students are presented with hy-

. pothetical information on tuition, the cost of textbooks and school sup-
plies, the salaries of university faculty and administrators, the university’s
sources of funds, scholarships, dormitory fees, and the like. Then they
must indicate the cost of a college education to the student (including
opportunity costs), the cost to the state’s taxpayers, and the cost to socicty
as a whole.

The students study price theory intensively before they are given
problem sheets on this subject. They read the chapters in their texttiooks
on markets, prices, and competition. Then, case studies are used to €x-
amine how prices are set and to show the roles that prices play in ‘an
economic System. Thus, the students understand the basic concepts be
fore quantifying them. The problem sheets force the students to deal
with those concepts at a higher I¢vel. The cases deal with situations the
students are familiar with, such as the factors affecting the prices of tickets
to a rock music concert, of sports cars, and of CB radios. Similarly, the
supply and demand curves the students must draw illustrate the laws of
supply and demand th:ough their influence on the price of tickets for
sports events, candy bars, and petmits for 2 new school packing lot. Along
more serious lines, the students analyze the effects of rent controls (for
example, “What are the arguments for and the arguments against rent

" control?"), describe the factors catising shifts in the supply and demand

curves for specific food items, and answer questions on the impact of

mimmum wage legislation on youth unemployment. They learn how to
determine whether demand is clastic or inelast® through the use of
worksheets requiring them to do such things as cxplain why the demand
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for a given product could be inelastic in one situation but elastic in

anothér In summary, the students learn how market prices are set, the

effects of geilings and floors on prices, and how a market solutién com?
ares with a command solution.”- -

. o -
TEP 3. Have Students Apply Economic |
Logic {o a Wide Variety of Subjects

At this point the Homewood-Flossmoor £conomics program departs”
sharply from the traditional economics course, which ordinarily includes
only Step 1 activities—although an increasing number include the prob-
lem-solving actjvities of our Step 2. However, if students arc to learn
economics, they must apply the principles to real-world or hypothétical
situations. Problem solving forces them to concentrate. The problem-

. solving approach is used at some colleges, but the problems we use in

mathematical sk{g§s, ~~ ' ] s

The problerpesheet “Thinking in an Economic Way” reinforces the
concepts of scarcity and opportunity cost, The students see that decision
making involves the weighing of costs and benefits. For example, the first
few statements are popular cliches that are contrary to economic rea-
soning. The students discuss such statements as the following:

“The best things in life are free.” .
“Anything worth doing is worth doing as well as you can.”
There is no substitute for, victory.” )
“Life i$ priceless.”

our program ar}obabl»y unique in that they do not require sophisticated.

At first, students tend to assert that love and friendship are the best
thingg in life and that they are free. After examining the opportunity costs
of preserving a relationship they see that these states are not free. They

“also learn that economic reagoning involves the consideration of more

than money In discussing the second statement the students realize that
decisions involve teade-offs. If we did something as well as we could we
might sacrifice all our *scarce resources on that activity. Because few
people want to make those sacrifices, we engage in a variety of activities
in a way that will tend to maximize our total welfare. The fourt;wtatcmcnt
is the most controversial, and most students will say that life is priceless.
However, when given” examples of such behavior as smoking, drinking,
hang gliding, using illegal drugs, and driving at excessive speeds the
students see that some people will even trade an increased possibility of
death for other things they see as benefits. In short, all actions involve
trade-offs and opportunity costs.

Other items apply economic logic to social issues. Criminal behavior
is discussed from both the sociological and cconomic points of view.
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These views are compared and contrasted, with cost-benefit analysis being
used to explain criminal acts and to consider possible means of deterring
" crime. | e

. Using a sheet entitled “Pricing Problems” the students go beyond
their previous study of price theory and begin to see the logic behind
the laws of supply and demand. Some of the questions on the sheet are.

® What would happen in the short run if consumers boycotted beef?
What would happen in the long run?

® Truc or false? Economists believe people clcarly act in their own self-
interest. Certainly, it is in people’s self-interest to conserve their raw
materials. However, whales are killed in such numbers that they may
become extinct. How could that be in the self-interest of the whalers?
Economists must be wrong about self-interest.

® A consumer group believes that the prices of necessities such as food,
housing, energy, and medical care should be controlled by the gov-
ernment. “People can afford higher prices for luxuries,” they reason,
“but all of us—and especially the poor—suffer when the prices of* |
necessities rise.” Evaluate the cﬁ'ccts of this plan. Arc there better ways
to help the poor?

Students can draw curves for weeks and not really understand why people’

want to buy more at a lower price amd sell more at a higher price” More
importantly, the sheet illustrates how the laws of supply and demand
help us understand a variety of issues, including some nonmdnetary ones.
Price controls, abortion, condominium conversions, prostitution, gov-
ernment regulations, the market for marijuana, and conservation of\whalcs
are but a few of the subjects that can bc discussed in the light of economic
principles.

Another sheet, “Problems on Market Structure and Busincss,” helps
students to see that “monopoly” and “competition” are more than catch
phrascs. These concepts are applied tg such situations as sports tcams,
physician’s wages, oil pricing, littering, and hospital tactics. Among the
problems and quéstions are the following:

. ® What is wrong with the bumper sticker, “Tax Corporations, Not Peo-
ple”?

® Monopolics will always charge the highest possible price True or
false’ “Why?

@ Championships are not 2 common commodnty for Chlcagos sports
teams. In fact, they often lose more games than they win. Show that
this might be the result of rational profit maxirizing behavior, not
inept management.

® A cost-saving tactic used by some hospntals is td lower the price of
rfoom and board in order to raise occupancy rates. Why would this

.
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be a good idea for most hospitals? An official of the American Medical
Association said: “Mainly, of course, onc hospital gains at another’s
expense. I'm not sure competition does anything for the system. It's
like drilling in someone élsc’s oil field.” Is he right or wrong? Why?

Itis by applying economic concepts to a varicty of situations that students
finally learn an economic reasoning process, )

«

StEP'4. Have Students Apply Economic
Reasoning to Hypothetical
Decisions They Will Make as '
Consumers, Producers, and
Citizens ' .

The major focus of economic education should be to make students
better decision makers. If economic reasoning is the destination of a long
voyage, understanding the theory gets the_passengers only half way. If
we do not want students to go adrift we must pravide opportunitigs for
them to apply theory to real-world situations. To improve decision making
any analytical skills, Homgwood-Flossmoor students must complete a
consumer project, a business projact, and a public finance project, among
other requirements. Each project is a capstone activity for a unit of the
course. These activities are briefly described below. '

&

CoNsUMER PROJECT. The consumer project is designed to help stu-
dents apply economic concepts to consumer decision making. This in-
cieases their interest in cconomics because the benefits of consumer
decision making go directly to them as individuals.

In this project the students must live for one year within a hypo-
thetical income. First, they must choose a career. They investigate oc-
cupations by using a career computer, books.and magazines. They are
encouraged to interview employers who hire people in their chosen )
carcers. They must investigate, at Ieast three occupations and write an
essay on the ong they find most interesting. They describe the nature of |
the work, the education needed, the salaties, and the supply and demand
conditions in the field. They must explain how the career fits their per-

" sonal interests. . .

Once they choose a job and compute their disposable income, they -
plan preliminary budgets based on theit values and goals. Budgeting is
an application of the allocation df resources, and it reinforces the concepts
of scarcity and opportunity cost. Using their preliminary budgets as guides, »
students buy cars, obtain housing, compare credit tosts, and purchase
insurance They obtain information from businesses in the community.

-




The various decisions are brought together to form a final budget. They
may develop their own budget formats, but each entry must be justified
in terms of their godls and must reflect real world incomes and prices.
For example, jn regard to buying cars the students must explain how
they decided whether to buy a new or a2 used cat. This requires them to
compare the costs and benefits of each type of auto, and they must also
tell whether they paid cash or financed the car. The advantages and
disadvantages of each method of payment mustbe explained, and students
must explain how they accumulated the money for a cash purchase or
obtained financing if the decision was to finance the purchase. Information
on the costs of maintaining and operating the car must be provided, with
an“explanation of how the virious expenses were computed.

In a"similar fashion, students must explain the decision to rent or
buy a dwelling unit. They are asked to tell why the particular location
was chosen, what factors were taken into consideration in selecting the
house or apartment, what type of financing was chosen (in the case of a,
purchase), what level services (if any) were, necessary, and what other
costs are involved besides rental or mortgage payments. These are but
a few of the items the student must cover in discussing the use ‘of credit,
the purchase of i msurancc, the family food budget, and so on. By working
through the many segments of the consumer project, students see the
practical application of economic reasomng

v
-

Y

Tmz BUSINESS PRO)ECT. Students select corporations listed on a stock
exchange, write for the annual reports, and analyze the sg\ected com-
panies. The objective is to teach students how a corporation operates,
although we ask them tg analyze the firm as if they were stock analysts.
The class members plot the stock's prices for at least five weeks, write
a brief history of the company, describe the firm's products and markets,
and indicate the number of employees. After learning to read an income
statement and balance sheet, the students analyze the financial condition
of their chosen companies and make recommendations abSut whether
or not to purchase thé stock. They must consider such factors as current
assets, current liabilities, net worth, sales, costs, taxes, profits, dividends,
long-term debt, return on equity, pncc carnings ratios, the probable fu-
ture of the industry, and the like. This'project is accompanied by the use
of a stock market game in which students invest a hypothetical $100,000.
They make biweekly decisions, ‘and they can even sell short and buy on
margin. The students gain an understanding of how businesses are fun,
sec how profits serve as an economic incentive, and learn to analyze and
interpret data.

THE PubLIC FINANCE PROJECT. Students must attend a local board
meeting to learn how they are affected by government. Most attend a
. .high school board meeting. (Before starting this project many students
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do not even know thaf schools are ruh by school boards.) After the
meeting they must write a report describing and analyzing the board’s
actions, with particular attention to those concerning money. Other ac-
tivities include interviewing candidates running in local elections, agtually
working ina candidate’s campaign, writing a paper on the arguments for
and against the real-estate tax, interviewing public officials, and writing
proposals to reform the tax laws. By observing the process of government

_ decision making the students should become more knowledgable, active,

and effective as citizens.

.

EVALUATION

'I"hc Test of Economic Literacy is used to evaluate the economics
componcnts of our course. We believe that the students must show overall
gains if our course is to be judged as successful. The, results are also
compared with those obtained during the norming of the test with a
nationwide sample of high school students. Table 1 shows the mean
scores on forms A and B of the Test of Economic Literacy achicved by
our regular students, honors students, and the fational norm group. The
results for Homewood-Flossmoor students afe for the 1980-81 academic
year. .
It is’ evident that our students made substantially greater gains in

‘performance on the Test of Economic Literagdy than the national sample,

national group’s. .

The Test of Economic Literacy does hot cover the consumer eco-
nomics content of our course. To evaluate the effectiveness of that seg-
ment, we developed our own Test of Consumer Competencies. The
questions are based on the consumet upit objectives,-and_thus we’ feel
that the test has high content validity. The test has 50 multipie-choice
items, covering such subjects as money management, food, housing, auto
insurance, credit, life insurance, saving, investing, and consumer protec-
tion. There are questions designed to test comprehension, application,
and analysis as well as knowledge. Some of the items require the students
to use their mathematical skills. (For example, to answet one question
students must compute the yield on a share of stock.) Our test was found
to have a Kuder-Richardson Formula 20 reliability rating of 0.783, which
is higher than that of most teacher-made tests. The students had a mean
gain of 14.9 points on the test. .t , '

There is other evidence of the success of the course, although the
data are a0t as “hard” as those obtajned by formal test procedures. For
example, an unusually large numbér of Homewood-Flossmoor students
“test out” pf college economics courses. On surveys of graduates con-
ducted b\ e school, it was found that more students named economics

even when qur students’ pretest mean sgz‘es were quite close to the
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. Table 1. Pre- and Post-Test Mean Scores S

on the Test of Economic Literacy T oa
. Form A Form B
Group . Pretest Post-test Protest Post-test
Homewood-Flossmoor s
Regular studenty 19.2 33.9 22.1 32.1 . i
Honors students . 26.8 38.4 285 38.6 . >
National norm samplé ‘o189 240 208 244 .

as the most valuable course tHey had taken in high schodl. When asked
which mandatory courses should be dropped as a graduation requirement,
only 1 percent of the students selected economics—a much lower figure
than that registered for any other course: \

y -

\ - SUMMARY - |

The key to a successful economics program is'an emphasis on de-
cision making. The approach outlined in this paper works. All aspects of
, the coursg help to improve economic reasoning, and the systematic
t&sting program indicates that we have been successful in teaching eco-
nomic principles. All of the activities could be adopted to form a complete
course, ot thcy qould be selectively included in existing courses. Positive,
. responses from students, parents, and the community shows that this )
" approach should receive wide acceptarice.

a




Teaching Critical Thinking in
Economics at Illinois State
University .

-, Virginia Lee Owen
llinois State University, Normal, Illinois

@

INTRODUCTION

Incfeas‘fngly, it appéprs that stpdents are graduating from college
without the ability and background for aritical thinking and analysis. This
may be the result, in part, of a decreased emphasis on analysis in the
publ(: schools and of i mcrcasmg student loads at the college level, which
make individual assignmerits difficult in most beginning classes. There
are some exceptioris—English, public speaking®and many business courses.
have made personal interaction pqssxble by restricting class enrollments.
Thxs makes it pogsible.to give assignments that provide practice in analysis.
Suchis not the case for the social sciences at Ilinois State University.
Indeed, if enrollment limits wege established, the.needs of students for
social science credit heurs could not be met without doublmg or tripling
the faculty. e

" Economics oﬂ‘cringS cxcrhphfy the problem. Introductory courscs
‘are regularly taught in sections with as many as 400 students, and these

. sections are nqt broken down iito discussion groups. Clearly, practice

in analytical thifking through individually graded assignments is not prac-
tical in that situation. The temptation is to emphasize memorization of
d itions, theories, and tools rather than their application. Students have
prepanmon for test questions that' require analyticat thinking, Poor
rcsults arc obtained with such questions, and a feeling of frusration or
even hostnhty is crwtcd If analytical thinking is not demanded on ex-
aminations, the instructor has simply, yiclded to the problem created by
large cm'ollment.gand has left it to thc uppcr -level courses to provide

this skill. .o

Critical thinking skills, however, do not devclop automancal\ly with
the onset of the juniOr or semor year. Teachels of upper-division Clagses,

A}
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alone complete one with skill. Thus, a Class that is supposed to be devoted
to refinement ¢ften becomes a course hhe basics, Until the prablgm
1s attacked 1n a systematic way, these deﬁcncnucs in critical thinking and
araly$is will not be removed. This paper describes one proposal for
teaching critical thinking skills 1n economics Systematically and reports
the results of the cxpenmcntal use of part’of the prOposaI

) often complain that students de not know how to begin an analysis, let

A PROPOSAL FOR TEACHING ¢
CRITICAL THINKING SKILLS

" Thus proposal 1s based upon several assumptions about the learning
process and the specific requirements*for courses at Illinois State Uni
versity, a multipurposc institution énrdlling over 19,000 students. P

Y
s o

1. Attamment of cniucat thmkmg,skxlls fequires more than one exposure
N to critical thmkmg activities. Repetition is an important part of\the
process of learning analytical skills. ¥
2. Critical thinking' can be broken: down inta ndehn‘ﬁable steps or syb-
processes that the student can learn separately.
3. To put the pieces together, an mtegratmg experience is required for
students who have learned mdepcndcnt critical thinking skills.
4. Thwe subjgct matter of the materials used in critical thinking activities
' can be made more or less sophisticated without compromising the
ol;jectivc of having students learn Critical thinking skills.
5. Students.are interested in controversial poliCy issues.
The gist of the proposal is that assignments focused on th€ attainment
 of critical thinking skills should be included in all econ'orpic principles
and intermediate theory sections. Each asstgnment should focus on an
\ec.onomié ‘policy 1ssue as the subject for analysis. ignments should
.build analytical skills step by step, first by asking ghly fora statement of
1ssues and then for classification of the issue bytype, such as “value™ or,
fact. " This should be foHow ed by the pletion of more complex tgsks,
such as puinting out fallactes and gfaluating the adequacy of supp;rélag\/
evidence. The final assignment d require the student to comfbine
all these tasks in a compreh sive analysi .
Obwiously, the issues studied will dépend on whether the course
concerns MiCroeconomics Of macroeconotRics. Each assignment should
be part of an instructional package that mcludes an explanation of the
skill along wnh cxamples of its usc. A new and controversial issuc for
student practice 1n the particular skill should complete cach package A
sct of instructional packages containing cxplanatory material. examples,

-
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, and assignments aliows for the ‘easy use of this approach by instructors
who do not wish dw{g}l assignments themselves or to spend class time
explaining the €SS, v *

. " There are diffe¥ences in the requirements the instructional packages
must satisfy for ‘the introductory and intermediate theory classes. For
. large introductory sections, these are the requircments:
* 1. The economic contcnt.r,nus‘t be elementary. . .
¥ 2 The packages must be self-teaching, i.e., they should provide instruc-*®
' tions and activities students can carry out on their own. The ideal .
method is to use the interactive computer learning system. (The De-
partment of Economics has’its ewn terminal room for student use. )
Ttic self-instructing format of computerized interaction can be printed
. . in booklet form for those who do not wish to use the computer.
e 3 The packages must be easy to grade. Computer grading is probably a *
necessity for most instructors of large-section classes. This requires
the constructioh of short-answer questions, It is dificult but not im-
possible to cover analysis qu’wtions in this format. {The complex
' . application questions of the Test of Understanding in College Eco-
nomics are examples of this.) o ‘

L}

v

The intermediate theory packages, like the introductory ones, must
be self-teaching. Although the tests must be relatively easy to grade, the
numbers of intermediate students are small'enough to permit the use of
some short essay questions. Guidelines for appropriate answers must be
provided for the faculty, however. In contrast to the introductory pack-
ages, the economic content of the intermediate theory materials must
be related to the topi¢s taken up in class in order to avoid instructor
complaints that the packages “waste time.” For intermediate theqry classes,

. therefore, the requirements are the following:
. 1 Content must be keyed to the level of economic analysis in inter-
. mediate theory. o, .
2 Students must be able to carry out the instructions and activities on
. - their own. The contents need not necessarily be computerized, how-
©  ever, because the enrollments are small enough to allow interacuon
in class. - e
3 The packages should be asy to grade but need not necessarily be in
the short-answer format.

P )

- .

Thisproposal follows from hxc assumptions stated at the outset. Only
. one JE:G of critical thinking skills is considered at a time. Each package
contdins repetition in the practice of the specific goal offered. The in-

troduction of the whole process at different levels of sophistication pro-
" vides additional repetition. The use of policy issues as the vehicle for
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this approach will not only teach crincal thinking skills but wﬂl also
cnhancc studcntmndcrstandmg of cconomic&

EXAMPLES OF CRITICAL THINKING
ASSIGNMENTS*

AP

.
.

To illustrate the points made above, a few examples of the assign-
ments follow. These were prepared for an intermedijate macroeconomics
course offered in the fall of 1981. First, the course objectives, which
were stated in behavioral terms®were given to the students. Some of the
objectives pertaining to critical thinking are listed below.
After completing Econ. 341, you should be able to:
e, N
® cxplain the relationship between assumptions and conclusions of ma
croeconomic models;
'@ apply macro theory to the analysis of contcmporary issues;
® point out the value judgments implicit in macro policy actions;
® cxplain the rationale for conflicting macro policy recommendations,
® describe the advantages and dxsadvantagm of various macro polxcy
tools. ,

The students are informed of the requirements for homework, of the
types of examinations to be given, of thé grading system, ard the like.

The first two assignments involve the specification of issues. In Crit-
ical Analysis ] the subject is the controyersy over the federal budget as
it pertains to spcndmg on social programs. Both the Demoeratic and
Republican arguments are given. Ten questions are then listed. The stu,
dents must indicate Whether each item is a quéstion of fact, value, or

followmg are samples of the questions in this exercise:

® Are Social Security rcc:pxcnts able to get other income?
@ Should social programs be maintamcd at the expense of defense?
® What 1s the meaning of “an adequate standard of living for the ciderly”

Critical Analysis 2 includes three issues. One is the argument that
defense spending “actually generates unemployment. ” and is based on

+
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.

* Begause of space limitations it has been necessary to abbreviate some of Dr %cn s

assignments. Only 2 few of those accompanying her original report arc included
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analysis should help to maintain student interest. It is hypqthesized that

. definition, and must point out items that are irrelevant to the issue. The
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a study reported by United Press International. The second is called
“Rating Reagan” and was taken from an article in the Wall Street Journal
of October 16,1981. The third deals with the “Ills, Bads, and Disamenitics”
that accompany growth, as seen by E. J. Mishan in The No Growth Society,
edited by Mancur Olson and Hans H. Landsberg (New York. W. W. Norton
& Co,, Inc., 1973). The students are required to state the main issue of
each reading and to tell whether the issue hinges on quwnons of fact,
definition, of value.

Assumptions are dealt with in Critical Thinkmg 3. The major causes
of inflation as seen by the Chamber of Commerce, the AFL-CIO, and the
author of an article in the Reader’s Digest of January 1979 are given. The
student must list two assumptions implicit in each of the three arguments.

Critical Analysis 4 and Critical Analysis 5 focus on evidence in support
of arguments. In the first assignment the students read a newspaper article
on President Reagan's tax cuts. They then consider the type of evidence
given in the piece, Is it based upon factual data, the opinion of experts,
or reasoning that supports the conclusion? Is the evidence appropriate?
Is there sufficient background information to make the statistical data
meaningful? Are the “authorities™ cited biased or uninformed? Have rea-
soning and theoretical concepts been misapplied? In the second exercise
the students are asked to indicate the kinds of data they would look for
to support certain conclusions. For example, one conclusion is. “The
Fedcral Reserve regularly makes the wrong decisions about how to change
the money supply.” In addition, various individuals and other sources are .
listed, and the students must evaluate cach source in terms of its réliabiljty
in regard to the argument. (Paul Volcker and Milton Friedman are listed
for the item on the Federal Reserve, for example.)

_The fallacy of composition is the subject of Critical Analysis 6. The
fallacy is defined, and the students are given two statements—one about
the size of the national debt and the other about consumer debt—and
told to point out the failacy in the statements and providc evidence for
the designation.

Critical Analysis 7 involves the post boc, ergo propter boc fallacy—
the error of assuming that because one event followed another event it
must have been caused by the prior event. Statements on oil profits,
deficit spending, and high interest.rates are given, and the students must
spot the fallacy and provide a different explanation for the chronological
order of the events. Of course, economic rmsonmg must be uscd The
following is the statement on oil profits: |

The domestic 0il companics in the US. are near monopolics. They have
the power to take advantage of the consumer nearly at will. The supply
shock from OPEC in the carly 1970s was worsencd by the actions of these
firms. After OPEC raised il prices, the prices of oil products rosc in the
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which took advantage ‘of the OPEC ex: to increase its profit margin.

Critical Analysis 8 explains circular i'casoning--the use of 2 complex
argument in which the conclusion is actually assumed 1nutially. The fallacy
is not always obvious because different terminology can be employed
for the assumptions and conclusion. The students are presented with two
statements and are asked to detect the circular reasoning and then to
rewrite the argument to avoid circularity. One of the statements is as
follows: .

U.S. business is inefficient compared with the rest of the world. Such inef.
ficiency means that the cost of producing goods in the U.S. exceeds that
of other countries. Such costs include higher wage rates and obsolete
- equipment. US. businesses during the 70s invested very little in new plant
and equipment compared to other countries or to ourselves in earlier
periods. Given higher costs, the U.S. must price its goods higher than world
market prices. Therefore, other countries are more efficient than the U.S.

rates and savings:

form of syllogisms. The syllogism is defined and then illustrated with
cxamples using the relationship betw een the money supply and inflation
or deflation. Some of the examples are invalid and some have incorrect
conclusions. The students are presented with several arguments and asked
in each case to point out the syliogism and to assess its validity in each.
The following is an example: .

Economists frequently assume that investment is negatively related to in-
terest rates. Data do not support this, however. For example, during the
sixties interest rates reached record heights. Investment should have de
* clined, but in"fact it rose. The mid sixties were a boom period for business
investment. Thus investment is not negatively related to interest rates.

Other arguments deal with g:)vemment spending, taxes, and the rela
tionship between wages and inflation.

Critical Analysis 10, called “Orgamzmg an Argument,” is prcscnted
in its entirety:

For cach of the following propositions, statc onc reason which supports
it. Then in outline form develop that reason with logic, facts, or assumptions
which lead to defending your reason. You need not look up the facts other
than those available in your textbook.

.

-54-

oY

4

The second statement deals mth the relatlonshlp between high interest

Some simple formal logic is introduced in Critical Analysis 9 in the




- .

Proposition 1+ Variable mortgage interest rates (2 plan-in which mortgage
rates can be changed during the term of the loan in ac-
cordance with the state of the economy) help to limit the
inflation. .

Proposition 2 Government regulation of industry during the 1970s caused
a decline in US. productivity growth. .

Proposition 3: Wage and price controls are unfair,

The final critical thinking assignment requires the students to use
what they have learned in the preceding ten short assignments to write
a five-page analysis of an article that presents a-particular point of view.
The articles used recently were John Kenneth Galbraith’s “Why Reagan-
omics Can’t Work,” which appeared in The New Republic of September
1981, and Irving Kristol's “The Casg for a Massive Tax Cut” in the Reader’s
Digest of April 1979. ’

A FEASIBILITY STUDY

To test the feasibility of the proposal, a pilot study was made in the
‘* 1981-82 fall semester in two intermediate macroeconomics sections
taught by Virginia Owen. The experimeéntal section used the whole pack-
age—all ten critical thinking assignments plus the final article-evaluation
assignment The control section was given the conventional term-paper
assignment. Both classes used the #me text, Robert J. Gordon's Ma-
croeconomics (Boston. Little, Brown & Co., 1981), and both were given
the same reading assignments and homework problems (primarily math-
ematical) in the basic text. Both classes took the same exams, and the
scores from the two sections were combined to determine the overall
distribution and letter grades. Problems and essays were included n all
.examinations.

The critical thinking assignments did not completely fit the model
described earlier, and the explanatory material is not completely self-
contained. Thus, some class time in the experimental section had to be
spent on explaining the concepts and exercises. The control section,
therefore, had more time for the regular textbook material. The fnstructor
personally graded the dssignments in the experimental group and re-
,turned them with model answers. The economic concepts covered were
less sophisticated than they will be when the entire system is imple-
mented This was because many students were being exposed to critical
thinking concepts for the first time. When all students are introduced to
critical thinking skills in their introductory courses it will not be necessary
to simplify the economics or the learning process. - , .

There were 43 students in the experimental group and 46 in the

control section Intermediate macroeconomics is required.of dconomics

\ . . :
L

.

o ‘ . —55= 60




majors, who usually take it in their junior year. A number of business
majors also enroll, and occasionally a master’s candidate will take the
course. Because it has a reputation of being difficult, marginal students
postpone taking it until their senior ycar. The result is a bimodal ability
distribution, one mode pertaining to the group of very good students
and the other, to the marginal students. Registration was unrestricted,
and both classes were offered at desirable times. The control group
appeared to be shightly more able than the experimental students, more
had averages above B and fewer averages below C. A greater percentage
of the control students were seniors and graduate students.

Two measures of success were used as dependent variables in a
multiple regression analysis. The first was the final grade in the course.
This was a combination of homew ork grades, performance on essay and
problem tests, term paper or critical analysis grade, and scare on the
optional comprehensive essay and final exam problem. The second meas-
ure of success was the score on the analysis section of the last exam. ‘A
situation using intermediate economics concepts was presented for anal
ysis. Two hypotheses were developed: . ’

® Hypothesis 1. Students’ scores on the analysis section in the final test
will be significantly improved by exposure to critical thinking assign
ments.

® Hypothbesis 2. Final course grades are significantly improved by ex
posure to critical thinking assignments. . /

\

-

As a first approximation, a test of the significance of the difference
between means was made on the mean final grade and mean score on |
the analysis section for the two classes. There was no significant difference /
between the control and experimental groups. These measures were then
regressed upon demographic variables (age, gender, class), ability vari
ables (ACT scores, grade point average), and effort variables (score on
homework problems, number of homework problems completed, score/
on cnitical thinking assignments, and average score per critical thinking/
assignment). In some of the regressions, the number of homework prob-
lems completed was ‘'substituted for the homework scores because the
students could have had a learning experience even if they did the prob-
lems incorrectly. (When correct answers are provided, students who
have tried the assignments will gain more than those who ignore them.)
Similarly, 1n some regressions the average score per critical thinking
assignment was substituted for the total critical thinking score. This was.
to account for the possibility that students who already possessed critical
thinking skills might not do all fke assignments but might score very well
on the ones they did compiéte. :
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Regressions were run on data pooled from both sections, with a zero
score for critical thinking measures from the control group, since they
were not exposed to the assignments at all. Regressjons were also run
on the experimental section alone, and on subgroups for GPAs below C
and above'C. The most consistently significant variable was.the score on
the homework problems or the number of homework problems com-

" pleted. The GPA was frequently significant in regressions for the final
grade, but never for the analysis section. Performance on the critical
thinking assignments, however measured, was more significant in ex-
plaining the analysis subscore than the final grade. (The rcé'rcssiqn results
were improved whether measured by significance of regression coeffi-
cients, adjusted R?, or significance of F-ratios when the average critical
thinking score was used rather than the raw total.)

The demographic variables of age and gender were never significant,
and class standing was significant only in some regressions for the final
grade On the whole, the regressions explaining final grade were signif-
icantly better than those for the analysis section score. (Some adjusted
R¥s for the analysis section were under .10, and the only insignificant
F's at the 5 percent level or better were for these regressions.) A re-
markable'finding was that the ACT scores were not significant in any of
the regressions. This can be explained, perhaps, by the need for knowl-
edge of economic theory in order to do well in intermediate theory-
courses. Grade point averages may reflect this knowledge at the junior/
senior level better than ACT scores. .

When the students were classified by GPA for separate analysis some
interesting changés occurred in the regression, results. For those with
marginal GPAs, the critical thinking score was significant in both the finat
grade and the analysis section score regressions. (The sample, however,
contained only 16 students.) The highest R? of any regression occurs
with this group in the final grade regression (.96). For those with GPAs
above 2.00 (where A = 4.0Q), the general results are confirmed that the
homework score is the most significant determinant of final grade and

the critical thinking score is the most significant determinant of the
analysis section score.

-~

‘ CONCLUSION

* Students’ critical thinking skills can be improved by ﬁridiﬂg as-
signmerits specifically designed for that purpose. The assignments used
in this experiment proved to be generally succéssful and werc-especially

cipful to the weaker students. This conclusion is'supported not only by
- the regression analysis, but also by the performance of tire experimental
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section, which was poorer in ability at the outset than the control section,

but did equally well by the end of the course. It appears that good students

. have already acquired these skills in large measure, so that specific as-

| signments at the intermediate level are not as important for them as for

| the weaker students. This might not hold if the intermediate macroeco-
nomics assignments had capped a series of critical thinking activities in
the principles course, as intended in the proposal and had, therefore,
contained more sophisticated economics problems. This experiment,
however, justifies the use of the overall program design.
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